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We would all love to remake ourselves, or our 
worlds, over a long weekend. Perhaps that is why 
there is a perennial market for self-improvement 
books about weight and appearance and a continu- 
ous demand for three-day seminars that promise 
greater creativity, a richer spiritual life, or the trans- 
formation of schools. 

In life, however, miracles are few. If one seeks 
fundamental changes, one is better off heeding 
Winston Churchill who, during the battle of Britain, 
promised his countrymen nothing but “blood, toil, 
tears, and sweat.” Educational systems that are 
truly impressive, such as the preschools of Reggio 
Emilia, Italy, or the selective liberal arts colleges of 
New England, achieve their status over decades; 
moreover, they devote enormous energy and. re- 
sources simply to maintaining their distinctive 
edge. 

Flavor-of-the-month slogans or manipulations 
have little to do with genuine educational change. I 
include in this characterization the set of educa- 
tional ideas with which I am most closely associ- 
ated—the theory of multiple intelligences (MI 
theory). While appealing on the surface to many 
educators, the application of MI theory to schools is 
a process that does not permit quick fixes. The effort 
to take the differences among individuals seriously, 
and to recast curriculum, instruction, and assess- 
ment in light of those differences, requires 
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significant teamwork over several years. One learns 
the most from schools that have explored the educa- 
tional implications of MI theory for more than a 
decade, such as the Key Learning Community in In- 
dianapolis. 

In this invaluable book, Tom Hoerr relates a 
decade’s worth of MI experiences at St. Louis’s New 
City School. We learn about the staff’s initial expo- 
sure to MI theory; the many activities (some more 
successful than others) that were undertaken by fac- 
ulty and staff in teaching, curriculum, adult devel- 
opment, and assessment; and the challenges that 
the leader faces in attempting to bring about signifi- 
cant and lasting change. Especially compelling are 
the continuing efforts to develop the personal intel- 
ligences during a period when issues of diversity, 
multiculturalism, and standards loom so large. 


I learned much from this book. Hoerr underscores 
the centrality of collegiality, the problems posed by 
transient students and faculty, the complementary 
role played by public exhibitions and standardized 
test scores, the role of friends in determining the ac- 
tivities (and intelligences) favored by children, the 
delicate line between support and challenge that the 
leader must walk, the tension between excellence 
and perfection. I value the concrete examples, as 
well as the ties to important conceptual work, such 
as that undertaken by Roland Barth on collegiality, 
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Peter Salovey on emotional intelligence, and Peter 
Senge on the learning organization. 

Achieving excellence has always been a pro- 
cess. Hoerr makes it abundantly clear that the effort 
to use MI ideas effectively must remain on the 
agenda. Still, I can testify that, over a 10-year period, 
clear, palpable, impressive progress can be made. 
We can improve schools significantly, but only if we 
take the long view and do not settle for patchwork 


fixes. Reading about the struggles and victories of 
the New City School family, I was reminded of an- 
other memorable remark of Winston Churchill’s: 
“This is not the end. It is not even the beginning of 
the end. But it is, perhaps, the end of the beginning.” 


HOWARD GARDNER 
CAMBRIDGE, MA 





PREFACE 


The New City School is an independent school in 
the city of St. Louis, Missouri, serving 360 students 
from three years old through the 6th grade. The 
schoolhouse is turn-of-the-century, originally built 
as an all-girls day school, elementary through high 
school. We make good use of our space, with 
wooden lofts built in most classrooms to take ad- 
vantage of the high ceilings. Giant concrete sculp- 
tures sit on our lawns—a huge frog, turtle, and 
serpents—telling everyone who passes by that this 
is not a typical school! An eight-foot-tall, multi- 
headed papier-maché dragon greets everyone just 
inside the front door, each head corresponding to 
one of the original multiple intelligences. For exam- 
ple, one head wears giant reading glasses while an- 
other has a coach’s whistle. Once inside the 
building, visitors walk through halls adorned with 
students’ work reflecting their use all of the intelli- 
gences. 

New City School opened its doors in 1969, cre- 
ated by neighbors who wanted a school to be an an- 
chor and stem the disinvestment of property values. 
In some respects, New City has succeeded in this 
mission and is credited by many as a key factor in 
the revitalization of St. Louis’s central west end. Yet 
St. Louis still struggles with many of the poverty is- 
sues facing all major cities. Five hundred yards di- 
rectly south of New City are renovated mansions 
built in the early 1900s, worth hundreds of 
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thousands of dollars; 500 yards to the north are 
boarded up apartment buildings and vacant lots. 

Beginning with 100 children, New City has 
grown to be the largest independent elementary 
school in St. Louis. The school was founded on the 
premise that children learn best when they learn 
with those who are both similar to and different 
from themselves, and this thrust for diversity con- 
tinues today. During the 1999-2000 school year, 33 
percent of our students are minorities (mostly Afri- 
can American); 26.7 percent of our student body, 
students of all races, receive need-based financial 
aid; and students are enrolled from 50 zip codes, 
representing nearly all of the St. Louis metropolitan 
area, although a majority of students live in the city 
of St. Louis. Although an independent school, New 
City’s enrollment policies are quite inclusive. Space 
permitting, the overwhelming majority of the stu- 
dents who apply to New City are admitted. We do 
not seek to enroll the “best and brightest.” 

Because we are an independent school, we 
have some advantages not often available to public 
schools. Our class sizes average 17:1 in grades 1-6 
and parents choose us based on our mission. Al- 
though we are inclusive in our admissions policies, 
we do not get a cross-section of students; families 
choose us because they value education and that is 
an incredible advantage. 

We accept the challenges of being an independ- 
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ent school, too. Each year parents decide whether 
we are truly worth thousands of dollars of tuition 
and “vote with their feet” about whether they wish 
to remain at New City. If we are not meeting their 
children’s needs they will not stay. Parental expecta- 
tions are increased; parents who pay tuition feel that 
they have the right to expect more from a school. 
Being an independent school means that there 
is additional pressure placed on our students. Our 
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6th graders must take competitive tests and go to 
various secondary schools for personal interviews 
to determine whether they will be accepted. We 
help our students view the application and 
interview process as a learning experience, one that 
will begin to prepare them for the many 
applications they will submit throughout their 
lifetime, but there is no denying the stress for our 
students and their parents. 





I am indebted to many people. First, I cannot begin 
to express the gratitude I feel toward Howard Gard- 
ner. I owe Howard a great deal, not just for his con- 
ception of the theory of multiple intelligences, but 
for his kindness and support. 

I owe much to the entire New City School com- 
munity. Our faculty, as you will gather from reading 
this book, is exceptional. They are caring, talented, 
creative, and dedicated. I feel fortunate to work 
with teachers and administrators who put kids first 
in everything that they do. Their willingness to 
search for a better way to help all of our students 
learn is inspiring. (Plus, they tolerantly and pa- 
tiently roll their eyes at my bad jokes.) Our students 
and families are also special. They trust us and care 
for us in many ways. Education is a partnership and 
our families walk with us in our efforts to discover 
new ways to help students learn. The members of 
the New City Board of Directors deserve special rec- 
ognition for their commitment to excellence. Years 
ago they expressed their appreciation of and confi- 
dence in me by granting me some time away from 
school, a minisabbatical, to read, reflect, and think 
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about the future. I read Frames of Mind (Gardner, 
1983) and life has never been the same for any of us! 

On a personal level, much of who I am, the 
good anyway, is due to the support of my wife, 
Karleen. She is a woman of many strengths and I 
have gained much from her. My mother, Rita 
Curtis, has been unwavering in her confidence in 
me. Her love and support have made all the differ- 
ence. I owe much to Pauline Wolff, my former secre- 
tary who helped me find a degree of organization 
amidst the detritus on my desk and in my head. 
And both John O’Neil and Darcie Russell, my edi- 
tors at ASCD, warrant much appreciation for their 
skill and support in helping me turn ideas into read- 
able sentences. 

Finally, although she no longer walks this earth, 
I would be remiss if I did not take a moment to 
acknowledge my 1st grade teacher, Mrs. Mayfield. 
At Monroe School, in south St. Louis, Helen 
Mayfield was everything that a good teacher 
should be. She believed in me and she pushed me. 
Whatever scholastic success I have realized started 
with her. I think of her often. 





Great works are performed not by strengths, 
but by perseverence. 
—Samuel Johnson 


All of us want our students to succeed. We chose a 
career in education and we remain educators in 
large part because of the satisfaction we derive from 
making a difference in the life of a youngster. This 
fundamental motivation to help all students learn 
has moved teachers and principals to explore multi- 
ple intelligences (MI) theory as a tool that makes it 
possible for more kids to succeed. Too many class- 
rooms are characterized by a pecking order of scho- 
lastic winners and losers. MI theory teaches us that 
all kids are smart, but they are smart in different 
ways. All children have potential. Teachers and 
principals are finding that using MI not only in- 
creases the opportunities for students to learn, but 
also gives adults more avenues and ways to grow 
professionally and personally. 

Because MI is neither a curriculum nor a peda- 
gogy, the ways that it can be used in classrooms and 
schools are as unlimited as the creativity and ener- 
gies of educators working together. And educators 
working as colleagues is the key; the chance that MI 
will flourish in a school increases as teachers work 
together and learn with and from one another. In- 
deed, entire schools are embracing Ml as their focus. 
Whether an existing school adopts MI as a focus or a 
new school frames its program around MI from the 
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beginning, the merit of using MI schoolwide is 
clear: It has the potential to help children learn and 
it can create a setting in which adults learn, too. 

When a school becomes a true MI school, every 
aspect of its program and curriculum changes. The 
approaches vary enormously, but several aspects of 
school change are associated with all successful MI 
implementations. First, using MI means moving 
from working to match and fit students to the exist- 
ing curriculum to creating new curriculums to meet 
students’ strengths. Using MI also means changing 
what is assessed and how it is assessed. Paper and 
pencil tests have their place, to be sure; it is impor- 
tant that students learn how to read, write, and 
compute. That said, there are many other ways for 
students to learn and demonstrate what they un- 
derstand by using the nonscholastic intelligences. 
When schools incorporate MI, alternative assess- 
ment techniques, including portfolios, exhibitions, 
and presentations, become integral tools for record- 
ing and understanding student progress. Finally, in 
an MI school, relationships with students’ parents 
change: Educators have a greater responsibility to 
educate their students’ parents, and parents are of- 
fered more ways to connect to the school. 

This is more than a book about how MI can be 
used in classrooms. It is also a book about leader- 
ship. It is a book written for educational leaders of 
all kinds: principals, assistant principals, 
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curriculum supervisors, central office administra- 
tors, aspiring administrators, and university faculty 
members whose focus is curriculum, instruction, or 
administration. This book is also written for teacher 
leaders, those who by dint of their skills, interests, 
and reputation are looked to by their peers for lead- 
ership and counsel, whether or not they have an ad- 
ministrative title. 


The New City School faculty has been implement- 
ing MI theory since 1988. I believe that we were the 
second school in the country to do so (preceded by 
the Key School in Indianapolis). My thoughts stem, 
certainly, from those years of experience. The New 
City School faculty—an incredible group of superb 
teachers from whom I have learned much—has ex- 
perienced the excitement and satisfaction that 
comes from breaking new ground and seeing kids 
grow as a result of our efforts. We have also, how- 
ever, encountered the frustrations that come from 
failed attempts and from trying to do too much too 
soon. In this book, I recount both the highs and lows 
of our implementation in a way that, I hope, allows 
you to learn from our successes and our mistakes. 

We are all products of our experiences, and this 
book reflects what I have learned in a range of set- 
tings. Before arriving at New City School in 1981, I 
was the principal of a public elementary school, 
working with disadvantaged minority youth. Before 
that, I taught in diverse environments, including a 
middle-class suburban public school and an inner- 
city public school located amidst public housing. 

Perception is reality; we act on the world that 
we see. My experiences have caused me to bring 
certain beliefs to the table, to look at the world 
through a particular lens. Setting out these biases (at 
least those of which Iam aware) may be helpful to 
the reader. 


¢ I believe that all children can learn. Although this 
comment is so pervasive that it sounds trite, it is 
only trite because we often say it, hear it, read it, and 
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write it without reflecting upon or changing our be- 
havior. The reality is that not all children learn. MI 
theory offers a way to reach those students who 
have fallen between the cracks, some whose talents 
do not lie in reading and writing. 

e I believe that a school is no better than the quality 
of its faculty. Yes, curriculum is important, as is a safe 
and comfortable physical setting. But these condi- 
tions alone do not mean that students will learn. A 
strong faculty, one that respects and addresses stu- 
dents’ needs, can help students grow and learn. 
Good teachers make a difference in children’s lives. 

© I believe that the role of the principal is to help 
everyone in the building learn. It is easy for school 
administrators to get weighed down in paperwork 
and student behavior problems. And unfortunately, 
the ethos of a building may place a premium on 
student control and teachers working in isolation. 
Good principals, though, transcend these condi- 
tions. They ask hard questions and they listen; they 
provide support and they listen; they challenge and 
they listen. They create an environment in which 
everyone—students, staff, and parents—learns. 


The nine chapters in this book cover all aspects 
of implementing MI theory. Chapter 1 provides an 
overview of MI theory, defining the intelligences 
and contrasting MI to traditional notions of intel- 
lect. Chapter 2 describes New City School and fol- 
lows our path to MI. Roland Barth’s model of 
collegiality is covered in Chapter 3; I offer specific 
suggestions for developing collegiality within a 
school. Assessment is the focus of Chapter 4, and a 
variety of alternative techniques are offered. School- 
wide strategies for implementing MI and ways to 
look creatively at the school day and school year are 
the focus of Chapter 5. Much attention is being paid 
to the concept of emotional intelligence these days, 
and I address this concept in Chapter 6, which fo- 
cuses on the personal intelligences. 

In the same way that children pass through de- 
velopmental phases, organizations travel through 
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fairly predictable stages as they grow and learn. 
Chapter 7 addresses the changes that take place as 
MI (and to a degree, any major educational pro- 
gram) is being implemented. Chapter 8 looks at 
leading a faculty and offers steps that can be taken 
to help teachers grow. Although this book is written 
with an MI focus, I believe that most, if not all, of the 
leadership and management issues apply to schools 
and organizations everywhere. Finally, Chapter 9 
speculates on the future of MI, how it might be im- 
plemented over the next decade. 

An old saying goes “To learn something, we 
must first teach it.” Like most classroom teachers, I 
have experienced this phenomenon firsthand in 
situations ranging from teaching two-digit division 
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to deciding how a board of directors should be or- 
ganized. Now, having finished this book, I would 
modify the saying a bit: “To know something, we 
must first write about it.” 

Writing this book has been enormously 
fulfilling for me. It has forced me to reflect on what I 
have done, what I should have done, and what I 
should be doing differently. I reflected before, of 
course, but not at the level of detail and intensity 
that were required in writing this book. Reading 
what I have written makes me proud of my efforts 
and humble about my mistakes. I hope that reading 
about my experiences helps you to reflect on your 
efforts and seek new ways to help students learn. 





What began as a theory of intelligence, intended for 
psychologists, has become a tool that educators 
around the world seize with enthusiasm. The the- 
ory of multiple intelligences (MI) brings a prag- 
matic approach to how we define intelligence and 
allows us to use our students’ strengths to help 
them learn. Students who read and write well are 
still smart, but they are joined by other students 
who have different talents. Through MI, schools 
and classrooms become settings in which a variety 
of skills and abilities can be used to learn and solve 
problems. Being smart is no longer determined by a 
score on a test; being smart is determined by how 
well students learn in a variety of ways. 


The History of the Intelligence 
Quotient (I.Q.) 


We, as humans, have a penchant for measuring 
things. Perhaps the beginning of the modern search 
for ways to measure intelligence was the creation of 
the LQ. test. In Paris in the early 1900s, Alfred Binet 
was asked to develop an instrument that would 
identify youngsters who were mentally deficient 
and in need of extra help. Thus, the first standard- 
ized intelligence test was born. Later, other re- 
searchers developed the technique of administering 
a series of questions to children and recording 
which items could be answered correctly by almost 
all youngsters, which by most, which by few, and 
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which by none. The information was used to create 
a test that would discern students’ levels of knowl- 
edge, designed so that a score of 100 would indicate 
an average intelligence. The idea that intelligence 
could be objectively measured and reported by a 
single score took hold. Nearly a century later myr- 
iad standardized tests are available for a variety of 
purposes, and they all are based on Binet’s premise 
that a single test can yield a score that captures all of 
an individual’s abilities and potential. 

Of course, we know this is nonsense. How 
could all of an individual's abilities and potential 
possibly be captured by a single test, much less a 
single score? Yet many important educational deci- 
sions, including whether a student is accepted into a 
program or a school, are heavily influenced by a 
single test or a single score. Despite the fact that the 
misuse of tests and test scores flies in the face of 
common sense, many people continue to embrace 
the I.Q. model, assuming that there is one measure 
that can assess an individual’s intelligence. 


Misuse and Overuse of I.Q. and Other 
Standardized Tests 


Although standardized tests of various sorts have 
their roles and can be used with validity in many in- 
stances, they are often misused and overused. Mis- 
use and overuse happen because standardized tests 
are easy to use, cheap, and accepted (indeed, are of- 
ten expected) by the public. 
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Group achievement and I.Q. tests are remarka- 
bly inexpensive. Students fill in circles to indicate 
the response they choose and their answer sheets 
are shipped away for machine scoring. These rela- 
tively inexpensive standardized tests are attractive 
because most schools operate on a tight budget and 
the public is familiar with standardized testing. Vir- 
tually every parent has taken standardized tests, so 
they expect their children to do the same. 

The strength of standardized tests is that they 
are reliable, yielding the same score over time and, 
thus, are comparable even though administered in 
different settings and at different times. Their weak- 
ness is that they may or may not be valid; what they 
actually measure may be quite different than what 
they purport to assess. Standardized tests that ask 
students to use a multiple-choice format to select 
the best written passage from four samples, for ex- 
ample, may identify a particular skill, but it is not 
the skill of writing, which can be determined only 
by asking students to write. Judging students’ writ- 
ing ability by having them identify good writing 
may be reliable, but it is certainly not valid. 

The biggest problem with standardized tests 
and the I.Q. model, however, is that they measure 
intelligence narrowly, based on how well the stu- 
dent reads and computes. Only a few of a students’ 
abilities, the “scholastic” intelligences, chiefly the 
linguistic and logical mathematical, are assessed. 
Although unfortunate, this tendency to assess only 
the linguistic and _ logical-mathematical intelli- 
gences is not surprising because for decades schools 
have focused, sometimes almost exclusively, on the 
scholastic intelligences. The tendency to focus on 
scholastic intelligences is compounded by the fact 
that it is relatively easy to design reliable (if not al- 
ways valid) paper and pencil tests for assessing 
reading, writing, and computation. Designing reli- 
able and valid tests to assess students’ musical or ar- 
tistic talents, for example, is much more difficult 
and surely more expensive. 


Because standardized tests are so focused on 
the scholastic intelligences, they can reasonably pre- 
dict future success in school. Real-world success, 
however, encompasses much more than skill in the 
linguistic and logical-mathematical arenas. There- 
fore, that same focus means standardized tests offer 
little useful predictive information about success in 
life. For too long we have hidden behind “objec- 
tive” tests, those yielding consistent and reliable re- 
sults, disregarding the fact that they measure only a 
piece of the picture. And because we focus our ener- 
gies on those things we measure, we wind up giv- 
ing almost all of our attention to the scholastic 
intelligences, those that are easily measured 
through multiple-choice tests. 


The Multiple Intelligences (MI) 
Model 


Howard Gardner was working at the Boston Veter- 
ans Administration Medical Center when he be- 
came aware that brain-damaged patients lost 
different abilities depending upon the location of 
the injury in the brain. For example, damage to the 
frontal lobe results in difficulty producing speech 
that is grammatical, although it does not affect the 
ability to understand what has been said. In Frames 
of Mind Gardner says, “Other, even more specific 
linguistic disorders turn out to be linked to particu- 
lar regions in the brain: these include selective diffi- 
culties in repetition, naming, reading, and writing” 
(1983, p. 51). He notes that some individuals who 
have experienced significant aphasia (a loss of lan- 
guage) from brain damage can maintain their musi- 
cal abilities while, conversely, others become 
disabled musically yet keep basic language skills (p. 
118). To Gardner, these differing losses suggest a 
biological basis for specialized intelligences. Work- 
ing from the definition that intelligence is the ability to 
solve a problem or create a product that is valued in a cul- 
ture, Gardner developed a set of criteria to deter- 
mine what set of skills make up an intelligence. 
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These criteria are focused on solving problems and 
creating products; they are based on biological 
foundations and psychological aspects of intelli- 
gence. He suggests that an ability can be considered 
an intelligence if it can meet a few (not necessarily 
all) of these criteria: 


e It has the potential to be isolated by brain 
damage. For example, the location of damage to the 
brain, such as might occur from a stroke, may result 
ina person losing certain linguistic abilities. 

¢ Itis demonstrated by the existence of idiot sa- 
vants, prodigies, and other exceptional individuals 
who demonstrate a high level of skill in one area. 
For example, by observing people who demon- 
strate extraordinary ability in a single intelligence, 
we can watch intelligences in relative isolation. 

e It has an identifiable core operation or set of 
operations. Musical intelligence consists of sensitiv- 
ity to melody, harmony, rhythm, timbre, and musi- 
cal structure. Linguistic intelligence consists of 
sensitivity to structure and syntax, vocabulary, 
rhythm and cadence, and literary tools (e.g., allit- 
eration). 

e It has a distinctive developmental history, 
along with a definable set of expert “end-state” per- 
formances. Expert athletes, poets, and salespersons 
demonstrate these performance characteristics. 

e It has an evolutionary history or evolutionary 
plausibility. Animals exhibit forms of spatial intelli- 
gence; birds have musical intelligence. 

¢ It has support from experimental psychologi- 
cal tasks. Tests can indicate how intelligences are 
discrete or interrelated. 

e It has support from psychometric findings. 
For example, batteries of tests can reveal which in- 
telligences reflect the same underlying factors. 

e It has susceptibility to encoding in a symbol 
system. Codes such as language, maps, numbers, 
and facial expressions capture components of the 
various intelligences. 


The definition of intelligence that is supported 
by these criteria—the ability to solve a problem or create 
a product that is valued in a society—is very different 
from the definition of intelligence implicit in stan- 
dardized I.Q. and aptitude tests (one based on ver- 
bal fluency, wide vocabulary, and computational 
skills). While the traditional definition of intelli- 
gence focuses on inert knowledge and skills that are 
especially valuable in school, Gardner’s definition 
is far wider. “Creating a product” could encompass 
transforming a blank canvas into a picture that 
evokes emotion, or it might mean forming and 
leading a productive team from a group that 
couldn’t agree on anything. The definition of “solv- 
ing a problem or creating a product” is a pragmatic 
one, focusing on using an ability in a real-life situa- 
tion. Applying his criteria resulted in Gardner as- 
serting that there are more intelligences than those 
relied upon in I.Q. tests and typically valued in 
school. 

Of course, Gardner is not the first person to 
suggest that there is more than one intelligence. 
Decades ago, J. P. Guilford created the Structure of 
Intellect, a model that identified more than 90 differ- 
ent intellectual capacities, and Robert Sternberg has 
developed the Triarchic Theory of Intelligence, 
which contains three forms of intelligence. Recently, 
Daniel Goleman’s Emotional Intelligence and Robert 
Coles’s Moral Intelligence have received national at- 
tention. All of these theories share the belief that in- 
telligence is a multifaceted, complex capacity. 
Gardner’s model is distinguished from the other 
theories by its breadth, its scientific basis, and its 
educational implications. Gardner’s multiple intel- 
ligences are shown in Figure 1.1.* 


*The naturalist intelligence was not identified in Frames of 
Mind, but was proposed in the 1990s by Gardner. Gardner has 
speculated that an existential intelligence might be identified as a 
ninth intelligence. 
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FIGURE 1.1 


Gardner’s Multiple Intelligences 





Intelligence 


Definition 


People who exhibit this 
intelligence 





linguistic 


sensitivity to the meaning 
and order of words 


Winston Churchill, 
Doris Kearns Goodwin, 
Barbara Jordan 





logical-mathematical 


the ability to handle chains of 
reasoning and to recognize pat- 
terns and order 


Bill Gates, 
Stephen Hawking, 
Benjamin Banneker 








fully and handle objects adroitly 


musical sensitivity to pitch, melody, Ray Charles, 
rhythm and tone Harry Connick Jr., 
Carly Simon 
bodily-kinesthetic the ability to use the body skill- | Mia Hamm, 


Michael Jordan, 
Michelle Kwan 




















and others 





spatial the ability to perceive the world | Mary Engelbreit, 
accurately and to recreate or Maya Lin, 
transform aspects of that world | Frank Lloyd Wright 
naturalist the ability to recognize and clas- | Charles Darwin, 
sify the numerous species, the Jane Goodall, 
flora and fauna, of an environ- George Meriwether Lewis 
ment 
interpersonal the ability to understand people | Colin Powell, 
and relationships Martin Luther King Jr., 
Deborah Tannen 
intrapersonal access to one’s emotional life as_| Anne Frank, 
a means to understand oneself Bill Moyers, 


Eleanor Roosevelt 
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MI in Schools 


Gardner’s theory of multiple intelligences resonates 
so strongly for many educators because it offers a 
model for acting on what we believe: all children have 
strengths. Many of us were taught to focus on the 
curriculum as we planned and taught, to concen- 
trate on helping students respond to the curricu- 
lum; MI, however, is a student-centered model in 
which the curriculum is often modified to fit the 
students. Rather than relying upon a linguistic filter 
and requiring students to write to show their grasp 
of skills and information, teachers using MI can al- 
low students to use their strengths to demonstrate 
what they have learned. Students might use their 
spatial intelligence in drawing, their musical intelli- 
gence in composing a song or identifying a melody, 
or their bodily-kinesthetic intelligence in acting out 
an interaction or creating a diorama. Figure 1.2 sug- 
gests some possible ways that teachers and students 
can incorporate the intelligences in teaching and 
learning. 

There is no one, right way to implement MI. 
That there is no single path to implementation is 
one of the model’s attractions, but also one of its li- 
abilities. The way MI is used at New City School, for 
example, is different from the way it is used at the 
Key School in Indianapolis, Indiana, which is differ- 
ent from the way it is brought to life at the Fuller 
School in Gloucester, Massachusetts. The beauty of 
this is that each teacher or, preferably, each group of 
teachers, can use MI in a way that reflects their 
school’s unique context and culture. At the New 
City School, for example, we believe that the per- 
sonal intelligences are the most important; at the 
Key School, however, all intelligences are valued 
equally. Latitude in implementation respects the 
professionalism of teachers and trusts their judg- 
ment to know how best to meet their students’ 
needs. 


Latitude also means, however, that it is possible 
to misapply MI. Gardner has written with concern 
about teachers who have music playing in the back- 
ground and believe that they are addressing the 
musical intelligence, or teachers who allow stu- 
dents to crawl on the floor during math, thinking 
that they are addressing the bodily-kinesthetic intel- 
ligence. MI can be a powerful tool for reaching stu- 
dents, but using it effectively requires teachers to 
devote the time and energy to understand MI the- 
ory and then decide how it can be used in curricu- 
lum development, instruction, and assessment. 

At New City School, the MI model has caused 
us to look differently at curriculum, instruction, and 
assessment; how we work with parents; and how 
we work with each other. A good beginning is to ex- 
plore to what degree you are bringing the different 
intelligences to life in your classroom. Assess your 
baseline using the MI Inventory in Appendix A. 
Share the inventory with colleagues and discuss 
your results. 


++ + 


For Faculty Discussion 


1. Which intelligences might have been more valu- 
able in our culture 100 years ago? Which intelli- 
gences would have likely been most prized where 
we live 500 years ago? 

2. Looking ahead, how might technology make 
some of the intelligences more or less important or 
obsolete? 

3. Can we identify former students who were not 
successful in school but have been successful in life? 
Can we explain what accounts for this? 

4. Why might it be difficult to incorporate many of 
the intelligences into curriculum and instruction? 
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FIGURE 1.2 


Identifying and Encouraging the Use of Multiple Intelligences in Schools 





Intelligence 


Students who like to do these activities 
are often exhibiting their strongest 
intelligences 


To help students develop a 
particular intelligence, teachers can 








mathematical 


analyze situations; see how things work; 
exhibit precision in problem solving; 
work in situations with clear answers 


linguistic write stories and essays; tell jokes, sto- | encourage the use of outrageous words, 
ries, puns; use an expanded vocabulary; | and palindromes; involve students in de- 
play word games; use words to create bates and making oral presentations; 
images show how poetry can convey emotion 

logical- work with numbers, figure things out, use Venn diagrams to compare and con- 


trast; use graphs, tables, and time lines; 
have students demonstrate using con- 
crete objects; ask students to show se- 
quences 





musical 


listen to and play music; match feelings 
to music and rhythm; sing and hum; cre- 
ate and replicate tunes 


rewrite song lyrics to teach a concept; 
encourage students to add music to 
plays; create musical mnemonics; teach 
history and geography through the music 
of the period and place 





bodily-kinesthetic 


play sports and be physically active; en- 
gage in risk taking with their bodies; 
dance, act, and mime; engage in crafts 
and play with mechanical objects 


provide tactile and movement activities; 
offer role-playing and acting opportuni- 
ties; allow students to move while work- 
ing; use sewing, model making and other 
activities that require fine motor skills 














rocks, animals; listen to outdoor sounds; 
notice relationships in nature; classify 
flora and fauna 





spatial doodle, paint or draw; create three- draw maps and mazes; lead visualization 
dimensional representations; look at and | activities; teach mind mapping; provide 
create maps and diagrams; take things opportunities to show understanding 
apart and put them back together through drawing; have students design 
buildings, clothing, scenery to depict an 
event or period 
naturalist spend time outdoors; collect plants, use outdoors as a classroom; have plants 


and animals in the classroom for which 
students are responsible; conduct 
hands-on experiments; create a nature 
area on the playground 
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FicurE 1.2—continued 
Identifying and Encouraging the Use of Multiple Intelligences in Schools 








interpersonal enjoy many friends; lead, share, medi- use cooperative learning; assign group 
ate; build consensus; help others with projects; give students opportunities for 
their problems; be an effective team peer teaching; brainstorm solutions; cre- 
member ate situations in which students observe 
and give feedback to others 
intrapersonal reflect; control own feelings and moods; | allow students to work at their own 


pursue personal interests and set individ- 
ual agendas; learn through observing and 
listening; use metacognitive skills 


pace; create quiet areas within the room 
or allow students to go outside to work 
alone; help students set and monitor 
personal goals; provide opportunities for 








students to give and receive feedback; 
involve students in writing journals 








(Adapted from Succeeding with Multiple Intelligences, by the New City School faculty, 1996.) 








A PARADIGM SHIFT 


Over a century ago, in Uncle Tom’s Cabin, Harriet 
Beecher Stowe presented racial issues in a way that 
caused a nation to pause. In 1859 Charles Darwin’s 
The Origin of Species forever changed the way we 
look at ourselves and our relationship to the cosmos. 
More recently, Ralph Nader’s Unsafe At Any Speed 
and Rachel Carson’s Silent Spring began movements 
for consumer safety and ecological consciousness. 
And in 1983 Howard Gardner changed the way we 
look at intelligence with Frames of Mind. 

Written as a book for psychologists and pyscho- 
metricians, Frames of Mind has had an influence far 


greater than Gardner intended. More than pro- 
nouncements about the nature of intelligence, 
Gardner’s theory of multiple intelligences (MI) has 
significantly affected educators and schools around 
the world. In The Structure of the Scientific Revolution, 
Thomas Kuhn coined the term “paradigm shift,” 
which means looking at an established model or 
principle in a new way that forever changes its 
meaning. Gardner joins Stowe, Darwin, Nader, and 
Carson in writing a book that changed how we view 
a piece of the world. 














At New City School, the theory of multiple intelli- 
gences (MI) is more than a theory of intellect. For us, 
it has become a philosophy of education with impli- 
cations for the roles of educators, parents, and com- 
munity members. MI has helped us frame our 
curriculum, develop new assessment techniques, 
work closely with our students’ parents, and grow 
together as a faculty. 

Perhaps the best way to capture what using MI 
has done for New City School is through the com- 
ment of a student. A few years ago, in response to 
being asked, “How do you like going to New City 
School?” one of our students said, “It’s great but I 
can never tell when I’m learning and when I’m just 
having fun!” That response captures how MI can be 
a powerful tool for student growth. The student 
was expressing that he was able to use many of his 
intelligences in experiential, hands-on activities 
while he was learning. 

In 1988 when I read Frames of Mind and we first 
began to pursue MI, none of us knew where this 
journey would lead. I would like to take credit for 
being prescient and a visionary and anticipating 
how working with MI would change our school, 
but that is not the case. 

I knew that MI could be good for us, but I had 
no idea how we would be transformed. 

Our journey to becoming an MI school was 
eased because the theory of multiple intelligences 
supported the faculty’s tenets: 
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e All children have talents 

e The arts are important 

e Who you are is more important than what 
you know. 


Pursuing MI seemed to make sense for us be- 
cause it supports our beliefs and our deep commit- 
ment to valuing diversity in our student body. MI 
seemed. to offer another way to recognize the 
uniqueness of each individual. 


Beginning with a Reading Group 

At one of our weekly faculty meetings in spring 
1988 I told the staff about a fascinating book I had 
read, Frames of Mind (Gardner, 1983). I was particu- 
larly excited because I thought that it might have 
implications for our work with students. “Would 
any of you be interested in meeting after school and 
perhaps throughout the summer to read it with 
me?” I asked, offering to buy a copy of the book for 
everyone who wanted to join. A dozen individuals, 
about one-third of the faculty, chose to do so and we 
have not been the same since. 

When we first met as a group, I began by offer- 
ing a brief summary of the book. I talked about why 
it might have meaning for us, and how it caused me 
to reflect on what we were already doing to help all 
of our students grow as much as possible. Aside 
from investigating this theory of intelligences, I 
said, there would be merit in meeting and talking 
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about the book, even if we ultimately believed the 
ideas were not applicable to New City School. “We 
are always sharing articles and trading books,” I 
said. “This would simply take the pursuit to an- 
other level, a bigger group meeting more regularly.” 

Although we have subsequently read several 
books together, this was a new process for our fac- 
ulty, so I offered some guidelines about how we 
might proceed. I envisioned a collaborative effort, 
each of us bringing something to the process and 
learning from one another. For added perspective, I 
suggested inviting a local university education de- 
partment faculty member, who also happened to be 
a New City parent, to join us. Everyone was enthu- 
siastic about her involvement. 

I proposed that we all read the book and take 
turns presenting chapters to the group and facilitat- 
ing the discussion. And I suggested preparing 
study questions that could be distributed before 
each meeting, showing my preference for the lin- 
guistic intelligence. 

“But since we believe in team teaching,” one of 
the teachers responded, “why don’t we team-teach 
each chapter, working in groups of two?” This sug- 
gestion elicited lots of nods. 

Another teacher said, “And if the idea is that 
children possess strengths in different intelligences 
and we are going to want to think about using them 
in our teaching, shouldn't we try to teach with the 
different intelligences?” Someone asked for clarifi- 
cation and she continued, “In presenting the chap- 
ter about the spatial intelligence, the teachers 
teaching it should try to rely on that intelligence, 
and the teachers teaching the chapter on the 
bodily-kinesthetic intelligence should use it in their 
instruction. That will give us an idea about whether 
or not this approach is realistic.” 

Using the different intelligences sounded like 
fun and we quickly embraced the idea. We decided 
to name ourselves the Talent Committee (feeling 
that calling ourselves the Intelligence Committee 


might sound a bit presumptuous) and chose to 
meet every other week. A few meetings were held 
after school and then we met monthly during the 
summer, culminating our investigation the follow- 
ing winter. 

Using the various intelligences as we studied 
them quickly transformed theory into real-life expe- 
rience and opened the door to using MI in the class- 
room. I vividly remember stretching and straining 
as we played a modified game of Twister and then 
used our small-motor muscles as we tried to reas- 
semble farming tools in learning about the bodily- 
kinesthetic intelligence. As we studied the chapter 
on musical intelligence, we played musical instru- 
ments, identified musical patterns, and tried to 
compose songs. We also talked with a professional 
musician, Jeremy Davenport, the son of our per- 
forming arts teacher. Jeremy plays the trumpet, has 
released several CDs, and has performed with 
Harry Connick Jr. Jeremy joined us during lunch 
one day to talk about how he learned through mu- 
sic and how irrelevant much of traditional school- 
ing was for him. 

An added, if painful, benefit of our investiga- 
tion came as a result of trying to learn through all of 
the intelligences. We were reminded of what it feels 
like to perform poorly or even to fail. Most of us are 
successful because we have found roles that allow 
us to use our strongest intelligences; conversely, we 
generally are able to avoid participating in activities 
that require us to use our weakest intelligences. 
(Navigating like this, finding arenas in which we 
can use our strengths and where our weaknesses 
are less relevant, is evidence of strong intrapersonal 
intelligence.) 

As members of the Talent Committee, each of 
us had to use all of our intelligences in studying the 
chapters in Frames of Mind. We did not have the op- 
tion of steering away from our weakest intelli- 
gences. For example, music is not a_ strong 
intelligence of mine and I knew that, so I was 
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neither surprised nor dismayed when I had diffi- 
culty participating in some of the committee’s musi- 
cal activities. But I had somehow assumed that my 
spatial intelligence was, if not a strength, at least not 
an area in which I was particularly weak. Much to 
my surprise, I found myself having great difficulty 
completing the mazes and discerning the patterns 
that were part of the activities for the spatial chapter. 
I realized what students must feel when they are 
forced to work in ways that require them to use the 
intelligences that are not their strongest. Because 
none of us can be strong in all of the intelligences, I 
was not alone in this experience. Other committee 
members also experienced frustration from using 
intelligences that they are typically able to avoid. 
Failing in front of our peers was a good, but hard, 
learning experience for all of us and a poignant re- 
minder of how our students sometimes feel. 

As we began to talk about the intelligences and 
how knowledge of them might be used to modify 
our curriculum and instruction, a teacher noted that 
we were already doing some things that supported 
MIL. Instead of focusing only on what we were not 
doing, seeing the glass as half empty, we decided to 
create a list for each intelligence that captured the 


FIGURE 2.1 
Our Initial Thoughts About MI 


things we were doing. We also generated a list of 
things that we could and should be doing. And 
given our fiscal reality, we created a third category: 
things we could and should do that cost money. 
Our categories and ideas are shown in Figure 2.1. 

Putting our thoughts in a simple table allowed 
us to celebrate the fine things we were already do- 
ing for our students, look consciously at how we 
might focus future efforts, and dream a bit about 
what we would like to do if we had the funds. The 
last category was particularly helpful because fo- 
cusing on what we might do with additional fund- 
ing, an unlikely prospect, also enabled us to focus 
more directly on what we might do without extra 
funds. 


Getting Everyone On Board 


After each of the first few meetings, the dialogue 
continued in conversations in the hall as people left 
to go to other commitments. They were excited 
about MI and its potential to help them reach their 
students. I was often in the teachers’ lounge, talking 
about what we had said at a committee meeting, or 
in a casual conversation in the hall, discussing a 
point in the book. The dozen of us who were 





Things we already do that sup- 
port a belief in MI 


Things we could and should do 
that support a belief in Ml 


Things we could and should do 
that support a belief in MI that 
cost money 








1. Have an arts program that is 
an integral part of our curricu- 
lum 


2. Focus on students learning to 
work with others 





1. Use student portfolios to show 
work in all intelligences 


2. Begin report cards by 
addressing what is most 
important: the personal 
intelligences 





1. Have a video camera in each 
classroom to capture students 
exhibiting nonpaper-and-pencil 
intelligences 


2. Bring in practicing visual and 
performing artists to work with 
our students 
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engaged in this journey were brimming with enthu- 
siasm and ideas. 

Near the end of the next Talent Committee 
meeting, however, a teacher voiced a concern. “I’m 
worried that there is beginning to be a rift between 
those of us who are on the Talent Committee and 
those who aren’t.” Our group grew quiet as she 
continued, “One of my teammates asked me, ‘What 
is all of this business about intelligences?’” 

Most of us who have worked in schools have 
seen the phenomenon of the “in” group or popular 
crowd. It doesn’t matter why a group is perceived 
as the “in” group. It may be that the reasons are 
worthy; for example, a group of teachers is very 
skilled, works hard, or is open to innovation and 
trying new things. Or it may simply be that a par- 
ticular group of teachers is perceived to be in the 
principal’s favor. Frankly, why a group is perceived 
to be “in” isn’t important. What is important is that, 
if one group is “in,” everyone else must be “out.” 
And, a divided faculty cannot move forward to- 
gether. 

The teacher’s observation resonated with us. 
We knew that we wanted to avoid having a divided 
faculty as we continued studying Frames of Mind 
and worked on using what we learned. As we 
talked, everyone expressed a concern that our work 
not become an issue that divided the faculty. But 
what to do? We had just begun our investigation, 
but it was already obvious that everyone wouldn’t 
be serving on the committee. Some teachers wanted 
to participate in the discussion of the Talent Com- 
mittee, but did not have the time or weren’t avail- 
able at the scheduled meeting times. Others were 
more skeptical about the existence of multiple intel- 
ligences and chose not to participate on the commit- 
tee. Still others were newer to the teaching 
profession and were focusing on basic teaching 
strategies and classroom control. Clearly, not every- 
one would be on the Talent Committee, so not eve- 
ryone would be privy to new information and 
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discussions. We knew that we needed to solve the 
problem. 

As we talked, we devised a conscious strategy to 
avoid having divisions among the faculty. First, I 
made it clear that membership on the Talent Com- 
mittee was always open and anyone could elect to 
join at any time. Although no new members joined 
until the fall, the option made the group seem less ex- 
clusive. Second, at each weekly faculty meeting and 
in my periodic faculty bulletins, references were 
made to what the Talent Committee had learned and 
discussed. All the committee members tried to share 
not just specific information but also our enthusiasm 
for the potential that we saw in MI. At one meeting 
we made a point of assigning Talent Committee 
members to talk with their teammates about specific 
ideas and activities—for example, the possibility of 
using portfolios to show student growth. 

Throughout the initial MI investigation, and 
even today, having everyone on board is an impor- 
tant consideration. For example, during the winter 
after our implementation of MI, ASCD held an MI 
Conference at the Key School in Indianapolis (the 
first MI school). The Talent Committee talked about 
how this conference was an opportunity to widen 
the net and bring more folks into the MI fold. As a 
result, we sent eight faculty members to the confer- 
ence, sending four who were on the Talent Commit- 
tee and four who were not. We even decided to 
travel in two cars and be sure that each car had only 
two people from the Talent Committee. In retro- 
spect, this arrangement may seem overly structured 
and contrived; in fact, however, throughout our MI 
journey we never experienced division among fac- 
ulty members. Although our faculty’s openness to 
new ideas and an established culture of collabora- 
tion were no doubt important to our success, our 
conscious efforts to be as inclusive as possible dur- 
ing our investigation were critical to maintaining a 
positive and collegial workplace. 
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How MI Has Affected Us 


Today, more than a decade after we read Frames of 
Mind, our use of MI has transformed our school. It 
has affected curriculum and instruction, assessment 
practices, relationships with our students’ parents, 
and collegiality. 


Curriculum and Instruction 


Using MI means that students are given opportuni- 
ties to use intelligences other than the linguistic and 
logical-mathematical intelligences in their regular 
classrooms. Too often the “nonscholastic intelli- 
gences,” if addressed at all, are the sole province of 
the art or physical education teachers. We respect 
the expertise of these individuals and do not want 
to supplant their efforts, but we try to enable stu- 
dents to use their strongest intelligences in learning 
traditional subject matter and skills. This means that 
students sometimes draw Venn diagrams to iden- 
tify and explain relationships among groups, using 
their logical-mathematical intelligence to show, for 
example, the similarities and differences between 
those who dumped tea at the Boston Tea Party and 
those who marched in the Civil Rights struggle. Or 
they create T-shirt book reports, using the spatial in- 
telligence to report on what they read. Or students 
might use their bodily-kinesthetic intelligence to 
jump rope and count aloud to learn addition. 
Almost no lesson includes entry points for all 
eight intelligences; that would be neither realistic 
nor practical. Students are given choices, however; 
for instance, they can draw a picture or create a 
dance or compose a song to show their understand- 
ing of a poem—all alternatives to the usual ap- 
proach of expressing understanding through the 
linguistic intelligence. In every area, students regu- 
larly review their work, reflecting on their efforts, 
noting the mistakes they made, and making sug- 
gestions about how they could improve. They 
adopt trees, making periodic drawings and journal 
entries to monitor their growth and change through 
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the seasons. Students may create museums to show 
what they know—museums about plants or 
snakes, museums in which students dress up as the 
famous people they have studied. MI fits especially 
well with our creative approach to curriculum de- 
velopment. Although we have specific grade-level 
expectations, teachers develop their own curricu- 
lum units to achieve their goals; the few textbooks 
are used as supplements. 


Amidst the creativity of MI applications there is a 
place for mastery of rote facts, reading, writing, and 
basic computation. While we value all of the intelli- 
gences, we recognize that our students must be 
skilled in reading, writing, and mathematics. Using 
MI gives us more tools to help students learn and to 
make learning interesting. What MI means, most of 
all, is that students are viewed as individuals. 
Rather than molding students to an established cur- 
riculum, creating winners and losers, an MI ap- 
proach means developing curriculum and using 
instruction that taps into students’ interests and tal- 
ents. Students are given options, different ways to 
learn, and they share responsibility for their learn- 
ing. 

We began to use yearlong schoolwide themes 
at the same time that we started using MI. We felt 
that thematic instruction would offer continuity 
and make learning more meaningful, nicely sup- 
porting our efforts to integrate MI into curriculum 
and instruction. Our first theme, Life Along the 
River, was enjoyed by everyone. The synergy of sib- 
lings in different grades at New City School talking 
at dinner or on the way to school about what they 
had learned about the Mississippi River in their re- 
spective classes was great, and so was the dialogue 
among teachers from different grades as they were 
trading ideas and talking about how they were 
bringing the river into their classroom. By Thanks- 
giving, however, we realized that even if each 
year’s focus on the river was different and 
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developmentally appropriate as our students 
moved from grade to grade, they would feel that 
they were learning the same thing each year. 

To avoid the feeling of repetition, we knew our 
idea of themes would have to be revisited. Al- 
though we were just a few months into using 
themes, we had already felt the positive effects, 
such as how themes could help us organize our cur- 
riculum and focus our efforts. Because we didn’t 
want to abandon the idea, we decided that each 
grade’s team of teachers would develop their own 
yearlong theme; we continue doing so today. The 
themes stem from teachers’ passions and interests, 
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each being a vehicle to address schoolwide expecta- 
tions and goals. Teachers refine and build upon 
their themes from year to year. Sample grade-level 
themes for a school year and sample focus ques- 
tions are shown in Figure 2.2. 


Assessment Practices 


Using MI in curriculum and instruction means that 
students learn and show their understanding in 
many different ways. While paper and pencil meas- 
ures—essays and objective tests—have their role, 
they invariably limit the students’ responses to a 





Grade and Theme 


Sample Focus 





3- and 4-year-old class: All About Me 


Who am | and how do | fit within my family and 
class? 





4- and 5-year-old class: We Are All Alike, We Are 
All Different 


Kindergarten: Busy Bodies 


How are people, their families, and communities 
alike and different? 


How do the different systems in my body function? 





1st grade: It’s a Small World 


2nd grade: All Kinds of Homes 


How do plant and animal communities compare 
with human communities? 


Why and how do people make homes different in 
their communities? 





3rd grade: Native Americans, Keepers of the Earth 


How did Native Americans live from and with the 
land? 





Ath grade: Making a Difference 


What are the characteristics of someone who 
makes a difference? 





5th grade: Conflict 


How are conflicts caused by different views over 
needs, values, and resources? 





6th grade: Understanding the World from Within 
and Without 








What is the role of choice in determining who we 
are? 
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few intelligences. If the question is “How much do 
3rd graders know about life for a Native American 
tribe in the 1850s?” then a written response is not 
the only way to determine a student’s understand- 
ing. Yes, a student essay allows the teacher to ascer- 
tain what the student knows, but it is not the only 
way to do so. By limiting students to writing their 
answers, relying on their linguistic skills, the 
teacher may find out whether a student has a good 
command of the English language and writes well, 
but she may shortchange students’ understanding 
of Native American culture and history in other 
ways. 

In addition to simply writing about Native 
American life, why not have the student use a Venn 
diagram to show how a Navajo tribe in 1850 lives 
similarly to and differently from a family in Chicago 
today? Or how about having the student, or teams 
of students, create a diorama of Navajo life? Or can 
a student put words to a melody and convey what 
life was like for the Navajo? Can the student draw a 
picture that portrays an understanding of the Na- 
vajo culture? The students would still need to ex- 
plain the thinking behind their actions, but in each 
case student understanding would not have to be 
filtered through only a linguistic lens. 

Each spring our first floor hall becomes a walk- 
way to America’s past as each of our 40 3rd graders 
creates and displays a diorama depicting the life of 
a Native American tribe. Similarly, our 4th graders 
demonstrate their knowledge at a “state fair” in 
which they choose one state from the United States 
and create a three-dimensional display. Our gradu- 
ating 6th graders’ culminating experience is an 
autobiography that results in a detailed book in- 
cluding narrative, survey results, drawings, photos, 
and reflections. 

Many of our classes plan and create museums 
of artifacts and displays to demonstrate their 
knowledge and educate others. The Ist graders’ 
plant museum displays plants and results of 


student-conducted experiments for visitors to see. 
To learn about museums, the class divides into 
groups and visits local museums; they apply their 
observations in planning their own exhibits. New 
City’s 4th graders present a living museum in 
which they dress in costume to portray the indi- 
viduals who made a difference in an area of the cur- 
riculum they have studied. As visitors press start 
buttons taped to the student statues, the statues 
spring to life and begin to tell their stories. 

Projects, exhibitions, presentations, and portfo- 
lios are used a great deal by students to show what 
they have learned. By working together on projects, 
students are also developing personal intelligences 
while they learn content and skill. Portfolios are cu- 
mulative, kept from year to year, and reviewed each 
spring with parents at a Portfolio Night. (Gee Chap- 
ter 4 for more on assessment.) 


Relationships with Students’ Parents 


Because we use MI, we communicate with our stu- 
dents’ parents. We recognize that New City is very 
different from the schools they attended, and that 
we have a responsibility to help them understand 
what we are doing. I send parents a weekly note, as 
do the classroom teachers. These letters announce 
upcoming events and happenings but also discuss 
the curriculum and what children are learning. We 
also communicate with parents by displaying stu- 
dent work and descriptions of the assignments in 
our halls and on our classroom walls. 

Perhaps our most powerful tool for developing 
positive and richer relations with students’ parents 
is our September Intake Conference. Everyone 
knows that at this conference the parents, who are 
experts on their children, are expected to talk 75 per- 
cent of the time and teachers are expected to listen 
75 percent of the time. Beginning the year with par- 
ents talking and teachers listening is a wonderful 
way to learn about students, and it sets a tone that 


THE NEw City SCHOOL JOURNEY 





says to parents, “We are all working together to help 
your children—our students—learn.” 


Faculty Collegiality 


Implementing MI, moving forward in uncharted 
waters, meant that we had to work and learn to- 
gether. None of us had the solution. MI helped us 
recognize that all of us have different intelligence 
profiles; not only do we learn differently, we teach 
differently too. Teaching teams became more than 
people working together and supplying emotional 
support; using MI meant that teams began to draw 
upon the expertise and interests of each member in 
planning curriculum and instruction. For example, 
a team uses strengths when one teacher plays the 
piano and brings music into units and lessons. An- 
other teacher’s spatial talents are used to create the 
signs and backdrops for student projects. The third 
teacher’s logical-mathematical strength helps her 
identify patterns in instruction and relate activities 
to one another. In other teams, students might rotate 
among the teachers as they use their strongest intel- 
ligence to teach a lesson. 

Perhaps the best evidence of our collegiality is 
the two books of articles and lesson plans written by 
our faculty, Celebrating Multiple Intelligences: Teach- 
ing for Success (1994) and Succeeding with Multiple In- 
telligences: Teaching Through the Personals (1996).* 
Before writing the articles and contributing the les- 
son plans, faculty members had to agree on what 
the book should look like and how it should be 
structured. These kinds of conversations, caused 
and supported by our work with MI, have helped 
us grow and learn together. As proud as Iam of our 
faculty’s books, I know that the dialogue that took 
place in creating them is far more important. Not 
every faculty will choose to produce books, but us- 
ing MI can facilitate faculty members trading 


*For more information about these books, contact the New 
City School. 


curriculum and instruction ideas and sharing their 
skills in the intelligences. 


A Work in Progress 


All of our achievements and progress notwith- 
standing, we still have far to go to be the kind of 
school that we want to be. We continue to grapple 
with the incredible demands of time and energy 
that are brought on by our creating and developing 
curriculum and assessment tools and by our own 
never-decreasing expectations! When asked to 
name the best thing about teaching at New City 
School, a teacher once replied, “That’s easy. I get to 
create my own curriculum, decide how my stu- 
dents are going to be assessed, and work with oth- 
ers who are creative and energetic.” And what is the 
worst thing about teaching at New City? “That’s 
easy, too,” she said. “I get to create my own curricu- 
lum, decide how my students are going to be as- 
sessed, and work with others who are creative and 
energetic.” 


++ + 


For Faculty Discussion 


1. Which intelligences are valued most in our 
school? 

2. What are the obstacles to implementing MI in our 
school? 

3. In which intelligence is our faculty the strongest? 
Weakest? 

4. How would our school’s ideas fit into Figure 2.1? 


Steps to Implementing MI 


Each school and each MI journey is different. The 
following tips, however, may be helpful in any pur- 
suit of MI. 


1. Educate all the stakeholders. While it is essential 
to begin by building consensus within the fac- 
ulty—reading and discussing a book on MI is a 
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good way to begin—it is crucial that parents and 
community members also understand how what 
we are doing works for students. 

e Use the halls and walls to educate everyone 
about MI, not just display student work. 

e Write parents weekly notes that educate them 
about MI and the many ways in which it is helping 
their children grow. 

¢ Give standardized tests to reassure everyone 
that students are learning the basic competencies 
they need to succeed in school. 


2. Measure what you value. Unless assessment 
practices and reporting techniques reflect MI, the 
message is that the nonscholastic intelligences 
really aren’t important. 

¢ Construct report cards that emphasize and 
value all the intelligences. 

e Invite parents to hear and see their children 


exhibit learning through their presentations and 
projects. 

¢ Use portfolios as powerful tools for capturing 
growth in the nonscholastic intelligences. 


3. Intentionally develop collegiality. A school is no 
better than its faculty, and pursuing MI can be effec- 
tive only if teachers and administrators learn and 
grow with one another. There is already more to be 
done than the hours allow, so unless collegiality is a 
priority, unless specific strategies are developed to 
facilitate faculty members sharing, it will not hap- 
pen. 

e Form a voluntary faculty reading group. 

¢ Make faculty members aware of the notion of 
collegiality and its value. Ask “How can we work 
toward this?” 

° Use faculty meetings to share teaching strate- 
gies and professional achievements. 





Barth (1990) believes that the most important factor 
in determining the quality of a school is the nature 
of the adult relationships within that school. Pro- 
ductive relationships involve more than working 
congenially with others in the building. Although 
all of us want to get along with others, we need to 
strive for more than just a pleasant working envi- 
ronment; we need to strive for collegiality. Collegial- 
ity means educators working with and learning 
from one another as colleagues, as partners. 

As powerful as the theory of multiple intelli- 
gences can be in changing how educators view stu- 
dents, a school is not likely to succeed at using MI 
productively without a high degree of collegiality. I 
can conceive of good schools in which the educators 
do not subscribe to MI theory; I cannot imagine a 
good school in which the staff do not work together 
as colleagues. In an MI school, collegiality is espe- 
cially important because educators create curricu- 
lum, design instructional strategies, and invent 
assessments tools. Teachers and administrators 
work as colleagues to fashion strategies that reflect 
their assumptions and respect the unique contexts 
in which they work. Unfortunately, schools typi- 
cally have focused too little on teachers’ and admin- 
istrators’ learning, and it is a rare school that 
encourages teachers and administrators to learn 
from one another. 


COLLEGIALITY: 
LEARNING AND 
GROWING TOGETHER 


Why Is Collegiality Difficult? 


Collegiality does not come easily in a school envi- 
ronment for four primary reasons: 


1. Students are the focus of our efforts. It’s diffi- 
cult for educators to rationalize spending money on 
a book written for teachers when students are using 
outdated textbooks. Attending a workshop or trav- 
eling to a conference is too often a rare occurrence in 
an era of budget-cutting and austerity. 

2. New, and therefore unproven, educational 
trends and directions are viewed as suspect and 
risky. It is politically safer to remain with old tradi- 
tions and activities. Educators are more likely to be 
criticized for trying something new and not suc- 
ceeding than for continuing along the road of the 
tried and true, even though the existing strategy has 
not been successful. By staying the course, they con- 
tinue to work in relative isolation, because they 
have little need to work with or learn from others. 

3. Most schools are not designed for collabora- 
tion or collegiality. Classrooms are enclosed spaces 
with rows of student desks and one teacher’s desk. 
Seldom is there a space designed for teachers to 
work together and exchange ideas, such as a confer- 
ence room with comfortable chairs, a large table, 
dry-erase boards, and computers—a customary 
set-up for the average business. In contrast, the 
gathering place for teachers is the lounge, typically 
a crowded place to eat and relax, filled with 
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secondhand. furniture. Architects and planners 
have not seen the need to provide an environment 
that supports the faculty learning as colleagues. 

4. Finally, and perhaps most important, schools 
are not organized to support collegiality. In Redes- 
igning School, Joseph P. McDonald (1996) points out 
that for teachers, “there is literally no time built in 
for learning on the job. Indeed, learning on the job is 
disparaged to some extent” (p. 105). Working to- 
gether is often defined as teachers sharing materi- 
als. The reward system of schools neither 
encourages nor reinforces teachers who take the 
time to lend a hand and share their expertise. At 
best, educators have come to feel that their good 
ideas shouldn’t be shared because they might ap- 
pear to be bragging. At worst, good ideas are 
hoarded because a teacher wants to ensure that 
what students experience in her room is unique. 
Principals are too busy with paperwork, discipli- 
nary matters, and staff supervision to work at creat- 
ing a climate in which the adults work collegially. 

All these factors conspire to create a setting 
where adult learning takes place in isolation. And 
yet, we have learned that many students learn best 
when they work with others. Along with individual 
mastery, cooperative learning has an important role 
in student learning and achievement. Why should 
learning be any different for adults? 


Collegiality as a Route to MI 


As noted earlier, MI theory is not a curriculum. 
Consequently, there is an opportunity for each 
teacher—preferably for each group of teachers—to 
use MI in ways that respect their unique setting. Be- 
cause this means traveling in uncharted educational 
waters, the pursuit of MI can encourage faculty to 
work together as colleagues on a journey of under- 
standing. Indeed, a successful implementation of 
MI means that the school becomes, in Peter Senge’s 
(1990) terminology, “a learning organization.” 
Roland Barth (1990) offers four ways in which 
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educators can work as colleagues: (1) teachers and 
administrators talking together about students’ 
growth and students’ needs, (2) teachers and ad- 
ministrators working together to develop curricu- 
lum, (3) teachers and administrators observing one 
another teach, and (4) teachers and administrators 
teaching one another. To Barth’s components, I add: 
Teachers and administrators working together on 
faculty committees to reflect on current practices 
and plan for the future. And, more important than 
any of these specific tactics is the underlying prem- 
ise that by working together, we can achieve more 
than by working in isolation. 

While MI implementations vary, the following 
represent some examples of how collegiality and 
MI implementation go hand-in-hand. 


Student Growth and Needs 


Believing in and using MI means that educators 
must be aware of students’ strengths and weak- 
nesses in the various intelligences; in short, educa- 
tors must know their students. MI becomes a tool to 
help students learn information and skills and to 
enable them to demonstrate their understanding. 
To use MI effectively, teachers need to know each 
student’s strongest and weakest intelligences. 
Knowing each student, teachers can design curricu- 
lum and present instruction in ways that allow stu- 
dents to use their strengths, although few lessons 
will offer eight routes to learning. 

To learn about their students, teachers need 
structured time to share information and to learn 
from one another’s perceptions. Teachers some- 
times share information about their students with 
other teachers, but they rarely discuss those who are 
achieving, or as Gardner calls them, “at-promise” 
students. Working together as colleagues, faculty 
members can share perceptions about how they 
view students when they are using different intelli- 
gences. Sitting around a table, comparing notes on 
their students, teachers might say 
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e “Paul’s collection of butterflies and insects 
was incredible. I’ve never seen him so analytical!” 

e “Why do you think René seems so much 
more motivated in English than in social studies?” 

e “Brad excels when he can use his spatial intel- 
ligence to show me what he knows!” 

e “Tt was amazing to see Samantha go through 
her portfolio and talk about how she learns.” 

e “Mei-Lee filters everything through her mu- 
sical intelligence.” 

e “Lee’s interpersonal intelligence is so strong, I 
always try to have her work in a group.” 

e “T wasn’t sure Langston understood the Na- 
vajo life style until he began to explain his diorama 
to me.” 

e “It’s interesting, I have seen that Carl is so 
motivated at recess or in PE. class when he is using 
his bodily-kinesthetic intelligence. I need to find a 
way to let him capitalize on this strength in learning 
about the Civil War.” 


MI becomes another way to individualize in- 
struction, another way to look at how Jacqueline is 
different from José who is different from Juanita 
who is different from John. Viewing and talking 
about students from the perspective of MI enables 
us to look at how each student is unique. We need to 
know how students learn best in order to adjust our 
curriculum and instruction. Some teachers teach a 
subject or discipline that lends itself to a particular 
intelligence, such as English or physical education. 
It is important for these teachers to hear how teach- 
ers in other subject areas or academic disciplines, es- 
pecially those that rely on other intelligences, see 
their students. Talking about students from the 
viewpoint of multiple intelligences is a good way to 
focus on how they learn best. Each teacher has a dif- 
ferent perspective, and by sharing their observa- 
tions teachers can more quickly get to know their 
students’ strengths. Specialist teachers who en- 
counter each student for only a portion of the day 
especially benefit from these shared observations. 
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Similarly, teachers in self-contained classrooms 
can observe how their students respond to different 
subjects and instruction. If John struggles with read- 
ing but is incredibly motivated when drawing, how 
can his strength in the spatial intelligence be used to 
address the prescribed curriculum goals and help 
him learn? The answer is more likely to be found if 
teachers share their perceptions of John and their 
strategies for teaching him. 

Recording how students solve problems offers 
valuable insights. Sometimes the easiest way to 
identify students’ strongest intelligences is to give 
them choices and observe what they select. Most 
students, indeed most people, choose the route that 
allows them to use their most developed intelli- 
gences. 


Faculty Jointly Develops Curriculum 


Students learn best and teachers teach best when 
teachers develop, modify, and personalize the cur- 
riculum. Yet in most cases state and district expecta- 
tions and publisher’s scope and sequence paths 
need to be followed. Textbooks often serve as de- 
fault curriculum guides, becoming the teacher’s 
planner. Regardless, teachers have opportunities to 
work collaboratively to decide the best ways to ac- 
complish goals and expectations. Whether it is 
planning lessons, developing units, or deciding 
upon yearlong themes, teachers and administrators 
can create both the experiences in which children 
can learn and the methods by which to determine 
what learning has taken place. Using the MI frame- 
work helps plan an array of experiences and activi- 
ties that allow all children, not just the linguistically 
or logical-mathematically inclined, to use their 
strongest intelligences in learning. 

Teachers naturally teach using their strongest 
intelligences. The linguistically intelligent teacher 
explains everything; lectures are his modus oper- 
andi even when teaching about history or art. No 
matter what the subject, the teacher who is strong- 
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est in the logical-mathematical intelligence looks for 
formulas and rules when teaching. Although I may 
have exaggerated these descriptions, they have 
more than a few kernels of truth. Because schools 
are framed around these two scholastic intelli- 
gences and because people who choose to become 
teachers tend to be those who did well in school, it is 
only natural that most teachers rely on the linguistic 
and _ logical-mathematical intelligences. Students 
strongest in the scholastic intelligences benefit from 
these approaches, but what about students with 
strengths in the other intelligences? They probably 
can gain the most from teachers and administrators 
working together to make learning more accessible 
for all students. Here are some examples of teachers 
working together to figure out ways to incorporate 
MI into their instruction: 

“This is the time of year when I introduce The 
Popcorn Book to my students,” says a 1st grade 
teacher, “but I want to do more than just read it 
aloud and appeal only to the linguistic intelligence. 
Any ideas?” 

A 5th grade math teacher responds, “Why 
don’t you actually pop popcorn, not just to eat, but 
to get the kids hypothesizing and estimating, using 
their logical-mathematical intelligences? You could 
have the kids guess where the kernels would land, 
pop it without the lid on, and then measure where 
the kernels landed, graphing the predicted versus 
actual distance.” 

The music teacher adds, “What about making 
rhythm instruments from the cardboard tube inside 
paper towels? You could fill them with kernels of 
com and enclose the ends.” 

The Ist grade teacher interrupts, “And while 
having the kids use them as rhythm instruments is 
good, I could also have them use the shakers to 
identify the number of syllables in words. We're 
working on that now!” 

Two other teachers brainstorm about ways that 
the 3rd grade teachers can use both the logical- 
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mathematical and spatial intelligences in helping 
their students appreciate the enormous size of the 
buffalo. They decide to use masking tape to create 
the silhouette of a full-size buffalo on the classroom 
floor and have kids invent units of measure using 
parts of their bodies to calculate how big it is. “This 
way I can address both measurement and propor- 
tion, two of my math goals, in my Native American 
unit,” says the 3rd grade teacher. 

Another 3rd grade teacher talks about using the 
outdoors, tapping into students’ naturalist intelli- 
gence, to encourage writing. “Some of my kids who 
have difficulty creating rich descriptions were com- 
pletely different when we were looking at how the 
leaves change colors in the fall,” she said. “As a re- 
sult, we each adopted a nearby tree and periodically 
go outside to make observations and record them in 
our journals.” 

At the other end of the table a 4th grade teacher 
is discussing his frustration with a unit on biogra- 
phies. “I know they’re important,” he laments, “be- 
cause our students need to understand the genre of 
biography and how it’s different from autobiogra- 
phy, fiction, and so on. And I appreciate the value of 
studying famous people whose character and vir- 
tues made them successful, but for those kids who 
are having difficulty reading and writing, produc- 
ing these biographies becomes a real ordeal and 
they get turned off from learning.” 

“Why not adapt what we did last year in our 
unit about snakes?” responds a 2nd grade teacher. 
“So many of our kids, especially those few who 
were not yet reading, excelled when they gave oral 
presentations to their classmates and parents. You 
could have your kids dress up like the characters 
they’re studying and create a living museum, in 
which they would pose as statues until visitors 
press their button. At that prompt, the kids spring 
to life and tell ‘their’ life stories, the biographies!” 

The music teacher adds, “That would be great 
for Carlton. You've told me he is not a good reader, 
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but he comes alive in my class when he is perform- 
ing in front of others!” 

A 6th grade teacher asks others how they de- 
velop reflection sheets, as she looks for ways to cap- 
ture her students’ intrapersonal intelligence in their 
biographies. And 5th grade teachers talk about us- 
ing Venn diagrams to determine how well their stu- 
dents understand the similarities and differences 
between the Civil War and the Civil Rights Move- 
ment. 


All of these examples are taken from the New City 
School. These practices worked for our kids and 
they came from teachers and administrators talking 
together about how MI can be used to modify cur- 
riculum so that every child can learn. 


Observation Opportunities 


The norms of education do not support educators 
observing one another teach, certainly not teachers 
observing peers teach. The presence of an adult, 
other than the teacher, in the classroom often means 
there is a problem. An administrator may formally 
observe a teacher during class, but the observation 
is often focused on determining whether a teacher’s 
contract should be renewed, not on growth. Teach- 
ers typically visit other classrooms only to borrow 
something, to ask a question, or to briefly check on 
an activity. Sara Lawrence Lightfoot, author of The 
Good High School, says, “Teaching is a very autono- 
mous experience—but the flip side of autonomy is 
that teachers experience loneliness and isolation” 
(in Moyers, 1989, p. 165). 

As teachers, we spend most of our days with 
youngsters. And while students invariably offer us 
feedback on how well they think we teach— 
whether we want it or not!—they cannot give us 
targeted feedback to enable us become better teach- 
ers. Students cannot help us reflect on wait-time or 
on our success with problem-based learning, con- 
structivism, or action research. 
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When pursuing MI, however, a faculty has the 
opportunity to change the paradigm. Because we 
all have a unique MI profile, we recognize that oth- 
ers approach curriculum and instruction differently. 
Thus it becomes obvious that we can learn from 
others whether or not they teach the same discipline 
or age level. Teachers can feel comfortable using 
their strongest intelligences in sharing with peers, 
both while teaching peers and being observed. Spa- 
tially talented teachers, for example, can demon- 
strate how they incorporate this intelligence in 
teaching Shakespeare, and how they enable stu- 
dents to use it in demonstrating their understand- 
ing of the historical period and culture in which the 
Taming Of the Shrew was written (perhaps through 
designing a city map or travel poster of London 
during that time). While our profession’s norms can 
make it difficult or awkward for one teacher to 
share with another teacher her strategy for teaching 
two-digit division, describing how she uses her mu- 
sical intelligence to teach equivalent fractions is 
easy—and welcomed by nonmusical colleagues. 
We easily accept that we are not strong in every in- 
telligence and readily look to others who have 
strengths different from our own. 

Extensive work with MI sometimes leads 
teachers to conclude that they should capitalize on 
their strengths and interests by having students ro- 
tate among a set of teachers, each teacher focusing 
on the same concepts through different intelli- 
gences. Teacher-taught centers that address the 
various intelligences can be created and shared. Or 
classes can come together to watch one teacher dis- 
play a skill or understanding in an intelligence. Ina 
unit on government, for example, our 4th grade 
teachers invited the band teacher to come to their 
classes and instruct students on how to create a mel- 
ody and set their poetry to music. 

It is helpful to develop guidelines for teachers 
to use in observing each other, rather than encour- 
aging open-ended observation and discussion. For 
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example, the observing teacher might enter the 
classroom with three goals: (1) to identify three 
things that she’d like to try, (2) to find something 
positive to share with the teacher being observed, 
and (3) to find one thing to ask questions about. A 
structured situation is far less threatening to both 
teachers. 


Reciprocal Teaching 


Again, because MI is not a set curriculum, teachers 
and administrators have the opportunity to learn 
together by teaching one another. When members 
of our faculty read Frames of Mind, we did it as a vol- 
untary committee. Pairs of faculty members took re- 
sponsibility for presenting a chapter to the rest of 
the group, teaching with the particular intelligence 
described in that chapter. Likewise, as we em- 
barked on using portfolios to help us capture stu- 
dents’ progress, different teachers took the lead in 
helping us read and discuss articles. Today, we are 
pursuing genuine understanding—students using 
skills and knowledge in new and novel situa- 
tions—as colleagues teaching one another and 
learning together. It is clear that none of us is the ex- 
pert, that we all have experiences, ideas, and talents 
to bring to the table. Learning from one another be- 
comes a necessity. 

Faculty book groups have played an important 
role in our teaching one another. Participation in 
these groups is optional, but they are great opportu- 
nities for administrators and teachers to work to- 
gether. Meeting every couple of weeks, either before 
school or during the summer, members of our fac- 
ulty have read books chosen because they sup- 
ported our mission. Looking at how to meet student 
needs, we have read Frames of Mind (Gardner, 1983), 
The Unschooled Mind (Gardner, 1991), Improving 
Schools from Within (Barth, 1990), Emotional Intelli- 
gence (Goleman, 1995), and The Teaching for Under- 
standing Guide (Blythe, 1998). With diversity as our 
focus, we read Warriors Don't Cry (Beals, 1994), 
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Daughters (Early, 1994), I Know Why the Caged Bird 
Sings (Angelou, 1970), and White Teacher (Paley, 
1979). Our discussions invariably range from reac- 
tions to the books to explanations of our personal 
educational philosophies to recollections of specific 
instances in the classroom. More than simply shar- 
ing ideas and opinions, participants gain a sense of 
respect and trust for one another. 


Reflecting and Planning 


We view faculty committees as the primary engine 
for driving collegiality. Schoolwide committees, by 
their very nature, focus on long-term, transcendent 
issues. We expect that each teacher will serve on at 
least one faculty committee, and many choose to 
participate in several committees. Cross-grade com- 
mittees place teachers next to and alongside other 
teachers and faculty with whom they might not 
normally work. 

We typically have four or five committees dur- 
ing a school year, each meeting every two or three 
weeks. We always have a Diversity Committee, 
whose charge is to increase awareness of racial and 
socioeconomic diversity issues among our faculty, 
as well as to develop curriculum. We usually have a 
committee that deals with implementing MI (the 
Talent Committee), a Portfolio Committee, and at 
least one other ad hoc committee. One year, for ex- 
ample, we had a Parent Communication Commit- 
tee, which designed our Progress Reports (report 
cards) and came up with the idea for our September 
Intake Conferences. In previous years we have had 
an Assembly Committee, a Technology Committee, 
an Assessment Committee, and a committee on 
schoolwide behavior expectations and standards. 
Administrators and teachers work as partners, col- 
legially, on committees. 


Collegiality is more an attitude than a strategy. If MI 
is to be successfully implemented schoolwide, how- 
ever, collegiality must be present. Administrators 
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have an opportunity to promote collegiality by ac- 
knowledging it in teachers’ end-of-year evaluations 
and praising teachers who model this quality. If we 
measure what we value, then we need to show that 
we truly value teachers working as colleagues. 
More important, administrators can model it by 
working collegially with their administrative team 
and by learning with and from their faculty mem- 
bers. 


+++ 


For Faculty Discussion 


1. What evidence is there that collegiality is valued 
in our school? 

2. As we proceed along the path of learning and col- 
legiality, what can we do to ensure that we don’t 
wind up with an “in group” and an “out group”? 
3. How could we encourage and support teachers 
from different grades or disciplines working to- 
gether on curriculum? 
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Steps to Implementing MI 


Each school and each MI journey is different. The 
following tips, however, may be helpful in any pur- 
suit of MI. 


1. Is there interest in a before- or after-school faculty 
book club? Even if “only” four or five faculty mem- 
bers participate, it is a good use of time for them 
(and a good beginning for everyone). 

2. Set aside some time at faculty meetings for teach- 
ers to share successful strategies. If it is difficult to 
begin, ask teachers to submit questions on 3" x 5" 
cards to get the dialogue started. 

3. Combining congeniality and collegiality, offer be- 
fore- or after-school classes one day each week in 
art, music, or some aspect of physical education for 
teachers and faculty. These classes help the adults in 
the school community begin to learn and work with 
colleagues while developing their own intelli- 
gences. (A bonus is the visibility the classes offer to 
the various intelligences and the specialist teachers 
who teach them.) 





The relationship between curriculum, instruction, 
and assessment needs to be strong. That we give 
more time and attention to teaching skills and be- 
haviors on which students will be evaluated is only 
appropriate. But how we assess also plays a role in 
determining what and how we teach. Assessing 
students in ways that draw upon only linguistic 
and logical-mathematical intelligences is both an in- 
justice to students and a failure to help parents view 
their children with a wider lens. A commitment to 
MI should not only affect how we design curricu- 
lum and present instruction, but also how we assess 
student progress. 

Good assessment is relevant, ongoing, and 
authentic; students learn from their performances 
on meaningful tasks. Students need to be able to 
read, write, and compute well, so there is a place for 
them to use their linguistic and logical-mathe- 
matical skills (their scholastic intelligences) in 
showing what they know. Sometimes performances 
of understanding need to be displayed in a particu- 
lar intelligence, such as using the linguistic intelli- 
gence to show mastery of essay writing or using the 
logical-mathematical intelligence to demonstrate 
whether it is better to purchase or lease an automo- 
bile. 

In good instruction, the line between curricu- 
lum and assessment becomes fuzzy. Assessment is 
not only a culminating, end-of-unit activity. Instead, 
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ASSESSING AND 
REPORTING 
STUDENT GROWTH 


students show what they know by monitoring 
themselves and learning from their performance as 
they progress. Consequently, we need summative 
assessments of finished products, assessments that 
show what students know and can do, as well as cu- 
mulative assessments, assessments that show how a 
problem was solved and the points of progress 
along the learning route. Each of these kinds of as- 
sessment provides insights into student thinking 
and also provides the student with information 
about personal achievement. And as the various in- 
telligences are woven into instruction, they should 
be included in assessment. 

We need to be careful, however, to use “intelli- 
gence-fair” assessments (Krechevsky, Hoerr, and 
Gardner, 1994) whenever possible to enable stu- 
dents to use their stronger intelligences to show 
what they know rather than forcing them to use a 
linguistic filter to demonstrate their understanding. 
If the goal is comparing and contrasting the Lincoln 
and Kennedy presidencies, for example, why not al- 
low students to do this by making a Venn diagram 
or poster rather than requiring them to write about 
it? Why not allow students to create a skit or role 
play to illustrate the law of supply and demand? If 
we want to know whether students understand a 
certain principle in physics, we should ask them to 
build a pulley and lever system and demonstrate it 
rather than having them respond to multiple-choice 
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items. Why not allow students to show that they 
understand a poem by creating a song or dance? 


Reporting Assessment to 
Various Audiences 


Educators decry parents who focus on grades and 
standardized test scores, yet we often share only 
these measures of student progress. We need to rec- 
ognize that there are many different assessment 
audiences and that not only what we assess, but also 
why and how we assess vary with the audience: 


e For students, assessments provide feedback 
on their performance and enable them to increase 
their intrapersonal intelligence. Students can use all 
intelligences in learning and showing what they 
have learned. 

e For students’ parents, assessments provide 
information on how their children are progressing. 
Appropriate assessments can give parents confi- 
dence in a school that is quite different from the 
schools they attended. Although parents can see 
their children’s growth in all intelligences, educat- 
ing parents about MI (e.g., through assessment) al- 
lows them to better appreciate the value of the 
intelligences. 

e For educators, assessments help us know 
what a student has mastered and what still needs 
more attention. Assessments also enable us to gain 
feedback about the job we are doing. In particular, it 
is interesting to see how students’ performance 
changes as they are given opportunities to use all of 
their intelligences. 

e For the larger community, assessments gener- 
ate confidence that students are prepared to suc- 
ceed in society. Unless the community is educated 
and sees the value of the nonscholastic intelligences, 
the larger community will resort to focusing almost 
exclusively on standardized test data. It is the re- 
sponsibility of the educators to help community 
members see that there are other, richer ways of 
measuring student progress. Inviting community 
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members to visit the school and observe student 
presentations can be an effective way to educate the 
public. 

e For the larger educational institution (the 
school or district’s board of education, state board, 
and department of education), assessments indicate 
that we are fulfilling our responsibilities and ensure 
confidence in students’ learning and preparation 
for higher learning. Given the press for objectivity 
and vast numbers of students applying for limited 
slots, these groups rely on standardized test data, 
which primarily measure the scholastic intelli- 
gences. 


Most educational institutions rely on standard- 
ized test scores, which show success in the scholas- 
tic intelligences, to ascertain quality of student 
preparation. These data can be valuable, but they 
capture only a portion of student talents and 
achievements. Although policymakers and govern- 
mental entities rely on standardized test data, those 
who truly want to know students’ strengths and 
weaknesses—including the students—can learn 
much when viewing progress in the nonscholastic 
intelligences. Communicating about student prog- 
ress in the spatial, bodily-kinesthetic, musical, natu- 
ralist, intrapersonal, or interpersonal intelligences 
also offers an opportunity to educate parents and 
others about MI theory and how it can help children 
learn. We can capture student growth through all of 
the intelligences in several ways that will allow us 
to satisfy the assessment needs of the various audi- 
ences. 


Projects, Exhibitions, and Presentations 
(PEPs) 


Asking children to show their understanding by 
creating projects, exhibitions, and presentations 
(PEPs) opens up a world of possibilities. Because 
PEPs are all complex acts, they require (as do all 
complex acts) students to use several intelligences. 
Using PEPs means that students not only have to be 
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knowledgeable about their topics, it also means that 
they have to use their personal intelligences. Be- 
yond learning the content or skill, students need to 
think about the best way to present the information 
to their audiences. In making presentations, stu- 
dents work on making eye contact, enunciating and 
pacing their speech, projecting their voices, and 
“reading” their audiences. PEPs are often done as 
collaborative activities with two or more students 
using their interpersonal intelligences to work to- 
gether as a team. Students reflect on their perform- 
ance, sometimes reviewing videotapes of a previ- 
ous effort in their planning. 

Fourth graders at New City School culminate 
their unit on the states, for example, by selecting a 
state, studying it, and preparing a report that they 
present to other students and adults. The 4th grad- 
ers use all of their intelligences in displaying their 
understanding. Reports are presented in a three- 
dimensional format, each including a student- 
created game for visitors to play in testing their 
knowledge about the states. 

The 6th graders prepare narrative autobiogra- 
phies that also include photos, drawings, bar and 
line graphs, survey results, and songs that the stu- 
dents feel capture who they are. The autobiogra- 
phies are presented to family members, friends, and 
other students. 


Report Cards and Progress Reports 


Report cards, or progress reports, are formal com- 
munications about student progress. They are not 
just read and discarded, but are often shared with 
other family members and coworkers. Sometimes 
report cards are tucked in a drawer and referred to 
years later. They carry a weight and symbolism that 
cannot be ignored; more to the point, they offer an 
opportunity to educate as well as report. By what 
the report cards focus upon and by what they ig- 
nore, we send messages to students and parents 
about what is important. Each faculty should look 
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at a blank copy of the school’s report card and ask, 
“Are we showing what we value by what we are re- 
porting in the report cards?” 

At New City, we believe that the personal intel- 
ligences are the most important intelligences. Con- 
sequently, we designed our progress reports so that 
the entire first page addresses the personal intelli- 
gences and is accompanied by a personalized nar- 
rative report. The next two pages contain rubrics for 
both the linguistic and logical-mathematical intelli- 
gences and also include narrative reports about the 
student’s progress. Personalized narrative reports 
offer context (describing what the class has worked 
on during this reporting period) and a way to docu- 
ment the student’s efforts in demonstrating knowl- 
edge through PEPs. Figure 4.1 (pp. 28-29) shows a 
sample of the logical-mathematical page and narra- 
tive comments. 

The progress report also includes specialists’ 
reports for the musical, spatial, and bodily- 
kinesthetic intelligences, as well as reports from the 
science, library, and Spanish teachers, each on a 
separate page. Appendix B shows the full text of 
our progress reports. These reports are sent home 
twice each year. Used with our other reporting tech- 
niques and measures, the progress report shares in- 
formation about a child’s strengths and the areas 
where the student is weak. Note, too, how the re- 
ports educate parents about our curriculum. 

Our teachers devote considerable skill and time 
to preparing these reports. They are an investment 
in the future of our school. The effort that goes into 
the preparation (talking with teammates ahead of 
time to share perceptions of student progress) and 
writing not only ensures that parents will have a 
rich understanding of their child’s growth, it also 
helps educate parents about MI and our program. 
By using the MI vocabulary and focusing on the 
personal intelligences in each of our specialist’s re- 
ports, we help parents see how their children’s dif- 
ferent intelligences are used in school. The reports 
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are sent home before conferences so that parents 
have time to review them before meeting with 
teachers. Parents treasure the reports, often com- 
menting that they appreciate the work of the teach- 
ers and how well their children are understood. 

The progress reports, sent home twice each 
year and followed by a parent-teacher conference 
(in January and June), are part of our ongoing com- 
munications with parents. Two other parent- 
teacher conferences are held (the September Intake 
conference and a no-report November conference), 
as well as a Portfolio Night in the spring. In addi- 
tion, teachers send home a weekly letter to their stu- 
dents’ parents (I also send home a weekly letter) 
and parents are invited throughout the year to assist 
in classrooms and join us when students present 
their PEPs. 


Portfolio Night 


Keeping a portfolio for each child—a collection of 
work and artifacts that give a picture of the child’s 
growth—is a way of capturing progress without us- 
ing paper and pencil measures. Unless the portfolio 
is given credence and shared with parents as a re- 
port card is, however, it will be seen as just a grab- 
bag with little educational significance. At New 
City, the spring Portfolio Night highlights the role of 
the portfolio. 

During Portfolio Night, parents and children 
review student artifacts and reflections and put 
their hands on evidence of student growth. Families 
come together to celebrate student progress and ac- 
complishments and to talk about areas needing 
more attention and effort. In short, reviewing port- 
folios gives parents an opportunity to view their 
children’s progress in all of the intelligences. 

The teacher’s role in Portfolio Night is simply 
to welcome parents and to be available for ques- 
tions. Because student reflection plays such a key 
role in the value of portfolios, it is important that the 
students review the contents of their portfolios with 
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their parents. Portfolios contain achievements, but 
they also hold work in progress and sometimes 
work that is noteworthy because of a lack of suc- 
cess. Indeed, “processfolios” is a better term to de- 
scribe the purpose of a portfolio. 

All items in a portfolio should contain a reflec- 
tion sheet, such as the one in Figure 4.2 (p. 30). Com- 
pleted by students, teachers, or both, these forms 
indicate the particular intelligence or intelligences 
an item addresses and why it was chosen for the 
portfolio. Without reflection sheets, it is easy for ob- 
jects to lose their significance over time. Photo- 
graphs of three-dimensional accomplishments as 
well as audiotapes and videotapes that capture a 
student’s progress should also be included in each 
portfolio. Portfolios should be cumulative, being 
passed on from grade to grade; however, itis a good 
idea to cull the portfolio each spring, deciding 
which objects are representative and should remain 
and which items can be sent home with the stu- 
dents. As a group, the staff can decide whether port- 
folios should contain evidence of accomplishments 
that occur outside school, such as scouting activi- 
ties, athletics, or musical performances. 


School Displays 


If advertising has taught us anything, it is that im- 
ages can send a powerful message. Think carefully 
about what is hanging on the walls and in the halls 
of the school. Are student successes in different in- 
telligences shown? If an Honor Roll is posted, is it 
based only on the scholastic intelligences? Where is 
there evidence of students who have excelled in the 
personal intelligences? Does the art program have 
the same prominence as the athletic program? 

It is helpful to have parents in the building as 
often as possible to see what is happening. We want 
parents in our building because we use our halls 
and walls for educating, not just decorating. Even if 
parents only come in the building at the start of the 
day (7:00 a.m.) or at the end of extended day (6:30 
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FIGURE 4.1 


Sample Progress Report on Logical-Mathematical Intelligence 


Name Post 





LOGICAL-MATHEMATICAL INTELLIGENCE 








4thGrade [X] Fall L] Spring / = Not assessed at this time 
Fall Expectations Spring Expectations 
STATISTICS Not Yet Developing Achieving Extending 





Goal: to exhibit 
practical and concep- 
tual understanding 
of data 








NY D A E 


xX 


























« can do no more than one 
of the following: collect, or- 
ganize and describe data 

* can do no more than one 
of the following: construct, 
read and interpret displays 
of data 

unable to formulate and 
solve problems that involve 
collecting and analyzing 
data 





« can do 2 of these 3 skills: 
collect, organize and de- 
scribe data 

« can do 2 of these 3 skills: 
construct, read and inter- 
pret displays of data 

« formulates and solves 
problems that involve col- 
lecting and analyzing data 
with teacher guidance 





« collects, organizes and de- 


scribes data 

¢ constructs, reads and in- 
terprets data on a model 
provided by the teacher 

« formulates and solves 
problems that involve col- 
lecting and analyzing simple 
data 





« collects, organizes and de- 
scribes data, and is able to 
apply these skills to situa- 
tions outside of the assigned 
class projects 

* constructs, reads and in- 
terprets displays of data, 
and is able to apply these 
skills to situations outside of 
the assigned class projects 

¢ formulates and solves 
problems that involve col- 
lecting and analyzing data 
and applies these skills to 
situations outside of the as- 
signed class projects 








Fall Expectations 


Spring Expectations 





GEOMETRY AND 


Not Yet 


Developing 


Achieving 


Extending 





MEASUREMENT 

Goal: to exhibit 
practical and concep- 
tual understanding 
of geometry and 
measurement 








NY D A E 


x 


























* cannot show information 
through Venn diagrams 
and/or mind maps 

« does not recognize an 
angle 

« does not recognize similar, 
congruent and symmetrical 
shapes 

« attempts to calculate area 
and perimeter with limited 
success 

« identifies plane and space 
figures 

¢ rarely identifies parallel, 
perpendicular and intersect- 
ing lines 





« shows some information 
through Venn diagrams and 
mind maps when prompted 
* regéenizes that two lines 
fgfm an angle 
* idepéifies similar, congru- 
and symmetrical shapes 
* calculates area and 


perimeter 

. eee classifies 
plaa€ and space figures 

* sometjarés identifies par- 
sigrferende and 
ifftersecting lines 





« uses Venn diagrams and 
mind maps when prompted 
« identifies right angles 

« identifies and creates 
similar, congruent and sym- 
metrical shapes 

¢ understands and calcu- 
lates area and perimeter 
identifies, classifies and 
creates plane and space 
figures 


« identifies parallel, perpen- 


dicular and intersecting 
lines and line 





« uses Venn diagrams and 
mind maps independently 
as a way to organize 
information 

« identifies right angles and 
can apply this concept to 
3- dimensional figures 

« identifies and creates 
similar, congruent and sym- 
metrical shapes and can 
apply these concepts to 
3-dimensional figures 

* estimates area and 
perimeter accurately 

« creates plane and space 
figures to solve a problem 

« identifies parallel, perpen- 
dicular and intersecting 
lines, and can apply these 
concepts to 3-dimensional 
figures 
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FicurE 4.1—continued 


























Name LOGICAL-MATHEMATICAL INTELLIGENCE 
Ath Grade [] Fall Spring / = Not assessed at this time 
Fall Expectations Spring Expectations 
NUMBER AND Not Yet Developing Achieving Extending 
COMPUTATION * recognizes, writes numer- | » recognizes, writes and un- | « recognizes, writes and + understands the concept 
CONCEPTS als to 10,000 derstands numerals to understands numerals to of ones, thousands and 


Goal: to exhibit 
practical and concep- 
tual understanding 
of numbers and 
computation 








NY | D 


> 
m 


























¢ demonstrates an under- 
standing of place value with 
teacher direction 

* cannot round numbers 

* cannot explain or accu- 
rately compute 4-digit sub- 
traction with regrouping 

* cannot explain or accu- 
rately compute 2-digit by 
2-digit multiplication 

* cannot explain or accu- 
rately compute division with 
1-digit divisors and up to 
4-digit dividends 

« does not know basic multi- 
plication facts to 144 

« does not know basic divi- 
sion facts to 100 

¢ cannot identify fractions 
as part of a set and part of a 
whole 

¢ incorrectly adds and sub- 
tracts fractions with like de- 
nominators (e.g., 1/4 +1/4 = 
2/8) 

¢ does not understand <,>, = 
with fractions 

¢ does not understand con- 
cept of decimals 





10,000 

* demonstrates an under- 
standing of place value 
through 1000’s 

* rounds numbers to the 
nearest 10’s, 100’s 

« explains and accurately 
computes 4-digit subtraction 
with regrouping using base 
10 blocks 

« explains and accurately 
computgsZ-digit by 2-digit 
mul|Mplication with a model 
« explains and accurately 


computgs'division with 1- 
digjtivisors and up to 4- 
dfgit dividends with a model 


ows basic multiplication 
facts to 144, but canngty 
meet time standard? 

knows basic division facts 

to 10, but cannot meet time 
standard 47 Ze 
« identifies fractions as part 
of a seeand part of a whole, 
but cannot apply to real 
world situations 
« adds subtracts frac- 
tionsWith like denominators 
with models 


° understafids <,>, = with 
fractjefis with models 
¢ adds gad subtracts deci- 





millions 

¢ demonstrates an under- 
standing of place value 
through millions 

* rounds numbers to the 
nearest 10’s, 100’s, 1000’s 
« explains and accurately 
computes a 4-digit subtrac- 
tion problem with regroup- 
ing 

« explains and accurately 
computes 2-digit by 2-digit 
multiplication 

« explains and accurately 
computes division with 
1-digit divisors and up to 
4-digit dividends 

« knows basic multiplication 
facts to 144 (Goal: 
30/minute) 

« knows basic division facts 
to 100 (Goal: 30/minute) 

« identifies fractions as part 
of a set and part of a whole 
and can apply to real world 
situations 

¢ adds and subtracts frac- 
tions with like denominators 
with accuracy 

¢ understands <,>, = with 
fractions with accuracy 

¢ adds and subtracts deci- 
mals with accuracy 





millions 

« demonstrates an under- 
standing of <,>, = with 
whole numbers beyond 
millions 

« rounds numbers to solve 
problems 

* understands and accu- 
rately uses short method, 
lattice and 11’s trick; also 
solves 3-digit by 3-digit 
problems 

« understands and can accu- 
rately use short method 
with 2-digit divisors 

« knows basic multiplication 
facts to 144 (more than 30 
facts per minute) 

« knows basic division facts 
to 100 (more than 30 per 
minute) 

« understands relationship 
between fractions, decimals 
and percents 

« adds and subtracts frac- 
tions with unlike denomina- 
tors 

« experiments with and un- 
derstands <,>, = with frac- 
tions regardless of 
numerator and denominator 
« adds, subtracts, multiplies 
and divides decimals 





malsnhaccurately 


COMMENTS: Research shows that place value issues constitute 70% of errors in computation. Because of this, time was spent on place value through the 
billions, as well as subtraction. Base ten blocks provided students with a concrete method of exploration. Paul scored 90% on a subtraction review and 97% 
ona place value review. Paul is also close to achieving a +30 fourth-grade goal on the Mad Minutes. Yea! 
While we were reading Shiloh, we recreated his 6’ x 8’ pen on the classroom floor. This led to our exploration of area and perimeter. Students used geo- 
boards, dot paper, and other manipulatives to look at these concepts. 
The elections provided statistics galore. Students were introduced to the concepts of percents and averages. The first step was to find percents and av- 
erages using a calculator. As we continue to look at these concepts throughout the year, we'll work toward better understanding the process. Information 
from the elections was also shown in pie and line graphs. Other statistics were used to create bar graphs. On a recent review, Paul was able to show profi- 


ciency in all areas except on labeling a bar graph properly. Paul seems to enjoy lea: 


Effort in developing Mathematical Intelligence: 


Fall Fact Information: 


= 


DA 
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o- and messing with statistics. 


Carla 





Teacher 


as mastered multiplication and division facts through the 12’s using the individualized Math Magician Program. 
Average number of subtraction facts completed per minute. (+30 is the 4th grade goal; anyone averaging over +30 is above grade level.) 


Ges) no 


Copyright 1996 by the New City School, Inc., St. Louis, Missouri 
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FiGuRE 4.2 
New City School Portfolio Reflection 


Name 


Title of Work 





(or description) 


Date 





Grade Level 





Teacher 


This work exhibits my efforts in the following Multiple Intelligences area(s): 
_} Bodily-Kinesthetic 

_) Interpersonal 

_) Intrapersonal 

L) Linguistic 

L) Logical-Mathematical 

L) Musical 

L) Naturalist 

L) Spatial 





Note: | submitted this work under the intelligence | have checked in the list above. 


Reflection and Comments: 
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p-m.), we have an opportunity to educate them. We 
need to create an environment where parents are 
comfortable. At New City, a giant coffee urn sits in 
the main hall beneath a sign that invites parents to 
have a cup of coffee and linger with us! Whether a 
parent has time to stop for a cup of coffee, whether a 
parent even drinks coffee, the message is that par- 
ents are welcome in our school. 

When parents visit, they see student work of all 
kinds prominently displayed throughout our halls. 
Line-autobiographies (personal life stories told spa- 
tially and logically-mathematically through a line 
graph) are posted next to T-shirt book reports (large 
pieces of paper shaped like a T-shirt, featuring a 
drawing that captures the essence of the book, plus 
anarrative). Dioramas of Native American tribes sit 
next to definitions of what all families, modern and 
ancient, have in common, and adjacent to student il- 
lustrations of emotions. To give younger students 
an understanding of how to record data, a poster 
with a row of nails indicates the possible number of 
siblings in a family. Each student then hangs a giant 
paper clip under the number of siblings that 
matches her family, thus creating a bar graph made 
up of various lengths of paper clip chains. Other 
classes create full-size three-dimensional bodies, 
lungs made of balloons and bones of white Styro- 
foam packing material, which they hang from the 
walls. Issues of race and data collection come to- 
gether in a bar-graph chart that reads “My skin 
color looks like . ..” Students print their name above 
the appropriate substance: brown sugar, bran 
flakes, oatmeal. 

The hanging of student work, however well 
done or attractive, is not sufficient. Parents need ex- 
planations. In our halls you will find explanations 
by the student work, showing parents, educating 
parents, what we are doing and why it has value. 
Here is an example of a posted explanation from 
our halls: 
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The 4th grade has been getting to know about 
the life and work of Frida Kahlo, a female artist 
from Mexico. Frida led a fascinating, but often 
very difficult, life. Most of her paintings are 
self-portraits that she began very early in her ca- 
reer. Often her self-portraits include some im- 
agery that symbolizes various circumstances in 
her life, such as the accident she was involved in 
or her marriage. We tried to show personal 
depth in these self-portraits by our 4th graders 
by using strong contrast in the foreground and 
background, and using images and symbols 
that represent our likes and dislikes. Look care- 
fully, as there is often more here than is obvious! 


Surrounding the description are self-portrait 
collages done by the students. 

On another floor, the following explanation is 
hung: 


SPATIAL ANALYSIS OF A POEM 

The 5th grade has finished reading The Outsiders 
by S. E. Hinton. A Robert Frost poem, “Nothing 
Gold Can Stay,” appears in the book. We talked 
about the meaning of the poem as it stands 
alone and also its meaning within the context of 
The Outsiders. Students were asked to create a 
spatial analysis of the poem within the context 
of the story. 


Student art work, a spatial analysis of their in- 
terpretation of the poem, is posted around the ex- 
planation. 


Parent Education 


An important part of parent education is also edu- 
cating parents about our use of standardized tests. 
We may not like the fact that some decisions are 
made based on percentiles and stanines, and we 
may believe the tests have little validity; however, 
standardized tests are the gatekeepers of the educa- 
tional establishment and it is important not only 
that our students perform well on these types of 
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tests, but that our parents know that we expect our 
students to do what is needed to excel. As a result, 
we work on test-taking skills, remind parents about 
the importance of a good breakfast (especially dur- 
ing testing week), and report the information to par- 
ents in an understandable manner. 

But again, if the only information shared with 
parents is a traditional report card that focuses on 
the scholastic intelligences and the results of stan- 
dardized tests, the message to parents is that these 
are the only intelligences that truly have value. 
Looking at all of the intelligences, determining 
which need to have more prominence, and then de- 
ciding how to report on these intelligences can pow- 
erfully influence both students and their parents. 


Reaching the Community 


Inviting outsiders—parents, grandparents, friends, 
individuals with expertise—to witness students’ 
presentations, exhibitions, and presentations (PEPs) 
is a good way to prepare students for experiences 
outside the classroom and to help educate the larger 
community about student progress. Inviting stu- 
dents from other classes to attend PEPs also gives 
student presenters an appropriate audience and lets 
those in the audience understand what is expected 
from them, too, if they are asked to perform a simi- 
lar task. 


Intake Conferences 


Another effective strategy that works in a MI envi- 
ronment is an intake conference. Too often schools 
talk and parents are expected to listen. Although 
that shouldn’t be acceptable in any school, it makes 
even less sense in a MI school where many intelli- 
gences are pursued out of school in the evenings 
and on weekends. An early Intake Conference 
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(perhaps in lieu of a fall parent and teacher confer- 
ence) in which the expectation is that parents will 
talk most of the time and teachers will listen most of 
the time enables teachers to learn about their stu- 
dents’ interests and strengths in the various intelli- 
gences. It also tilts the power relationship between 
teachers and parents as it is based on the premise 
that parents have expertise and can offer useful in- 
formation about their children. 


++ + 


For Faculty Discussion 


1. Walking through the halls of our school, which 
intelligences are honored? 
2. Which intelligences do we highlight in our re- 
porting and communications to parents? Which are 
not given much attention? 
3. How do students reflect on their performances 
and understanding? 
4. How do we educate our students’ parents about 
our program and values? 


Steps to Implementing MI 


Each school and each MI journey is different. Here 
are some tips to help you in your pursuit of MI. 

1. Form a faculty committee to look at assessment, 
both what is measured and how it is measured. 
How could the report cards be redesigned or recre- 
ated to ensure that the value of MI is communicated 
to both students and parents? 

2. Explore using teacher portfolios as a way to help 
faculty members see the merit of the portfolios. 

3. Plan culminating student presentations and per- 
formances so that they are done before an audience 
of “outsiders.” Invite parents and community 
members to the school to serve as this audience. 


CREATIVE 
ROUTES 
TO MI 





Many educators embrace MI because it respects the 
role of the teacher. MI allows educators to know 
their students, to identify the ways they learn, and 
to be creative in creating curriculum and assess- 
ment tools. MI can be a powerful tool in helping stu- 
dents learn skills and acquire understandings. For 
MI to make a difference in students’ learning, it 
should be used regularly and integrated into the 
school day, not viewed as an extra or a special oc- 
currence. MI can be used with a variety of instruc- 
tional strategies, such as lectures, learning centers, 
projects and exhibitions, and as part of cooperative 
learning activities. Teachers can use MI to help stu- 
dents learn and students can use it to show what 
they have learned. A single teacher can use MI in 
the classroom, or it can be a part of schoolwide en- 
deavors. No matter who uses MI, it should be en- 
twined in the culture. 


Dispelling MI Myths 

The flexibility of implementing MI presents some 
drawbacks. Because MI is not a set curriculum, be- 
cause each educator or group of educators can fash- 
ion an approach that fits the particular context, the 
idea of MI is vulnerable to misinterpretation and 
misapplication. Before suggesting some promising 
ways to integrate MI into a school’s program, I’d 
like to alert you to some potential trouble spots. 
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¢ MYTH: Each intelligence should be incorporated 
in every lesson. Although an occasional lesson might 
have eight options, addressing each intelligence in 
every lesson fragments instruction and requires an 
incredible amount of planning and preparation 
time. Attempting to incorporate each intelligence in 
every lesson is unrealistic. 

¢ MYTH: Surrounding students with the various 
intelligences is a good way to address MI. Merely ex- 
posing students to various intelligences, while 
laudable, is not the same as enabling them to use 
their intelligences in learning and sharing informa- 
tion. Music playing in the background is pleasant 
and walls adorned with fine art are always attrac- 
tive. Neither condition, however, helps children use 
their array of intelligences in learning. 

¢ MYTH: There is significant merit in formally la- 
beling each student's intelligence. The intelligences 
should be thought of as tools, not as ends in them- 
selves. To the degree that knowing a student’s 
strengths helps educators plan and tailor instruc- 
tion for that student, assessment in particular intel- 
ligences can be beneficial. But simply measuring 
and labeling a student’s level of proficiency in an in- 
telligence or in all intelligences serves no practical 
purpose and may lead to labeling or categorizing 
students. If formal assessment of intelligences is to 
be done, students should be assessed through their 
direct use of the intelligences. 
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e¢ MYTH: There is no need for students to under- 
stand the MI model and know how it is being used. 
Knowing the intelligences is the first step in helping 
students recognize how they learn best, which intel- 
ligences are their strongest and, equally important, 
which intelligences are their weakest. Knowledge 
also plays an integral part in developing students’ 
intrapersonal intelligence. 

e MYTH: Children should always be allowed to 
choose which intelligences they wish to pursue. Al- 
though there is merit in letting students select the 
intelligences in which they wish to work—they 
typically choose their strongest intelligences—edu- 
cators are responsible for helping students grow in 
all intelligences and learn the best ways to solve 
problems. 


Integrating MI in the Classroom 


Creative teachers find opportunities to tailor their 
curriculum and instructional approaches to allow 
students to use different intelligences to learn and to 
share what they understand. As students become 
more comfortable using their various intelligences, 
they may solve problems or display knowledge us- 
ing an intelligence not anticipated by the teacher. 
Establishing a classroom climate where students 
feel free to take risks and use different intelligences 
is an important hallmark of incorporating MI. Even 
granting that all lessons can have multiple path- 
ways to learning, available time and energy simply 
do not allow for all lessons to incorporate all of the 
intelligences. Some lessons will remain single- 
intelligence lessons. What, then, are some useful ap- 
proaches to incorporating MI into lessons and the 
classroom? 


Curriculum-based Learning Centers 


These centers use a specific intelligence to address a 
skill or understanding. If the class has just com- 
pleted reading a novel, for example, the teacher 
might design a series of centers, each corresponding 
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to a particular intelligence, to determine the stu- 
dents’ understanding of what they have read. The 
directions at a spatial center might ask students to 
draw a series of pictures or cartoons (filmstrip-like) 
to show what they have read and learned. A math 
center might ask students to create a line graph to 
show the story’s rising action and denouement. The 
activity at the linguistic center might be to show un- 
derstanding of character by telling (speaking into a 
tape recorder) or writing how a particular character 
viewed a situation; or students might be asked to 
change the situation and project how a character 
would respond. A bodily-kinesthetic center might 
require students to dramatize significant events in 
the story. 

After reading Julie of the Wolves, for example, 
students might be asked to plot Julie’s trek across 
the Canadian wilderness on a map that they create; 
or they might draw a series of cells to create a car- 
toon strip, showing how Julie foraged for food. A 
line graph could capture Julie’s emotions as she was 
lost, feared for her life, became resolute in her desire 
to find civilization, and ultimately succeeded in 
completing her journey. Students could keep a jour- 
nal of her journey; the journal could be written, 
audiotaped, or drawn. Other learning centers might 
ask students to choose among musical selections to 
capture the action in the story or to work as a group 
to create or perform a play that features part of the 
story. The range of possibilities is practically end- 
less, but using centers provides students with op- 
portunities to use different intelligences to show 
what they have learned about a specific curriculum 
focus or goal. These centers are generally short-term 
and address a particular aspect of the curriculum by 
offering opportunities for reinforcement, extension, 
and assessment of skills or understandings. 


Intelligence-based Learning Centers 


Intelligence-based learning centers are designed to 
enable a student to pursue some of the skills related 
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to a particular intelligence. They are typically used 
less frequently than the curriculum-based learning 
centers and differ from them in that they are not tied 
to a specific curriculum focus or goal; the intent is to 
help students develop the particular intelligence. 
When intelligence-based learning centers are used, 
teachers design centers for all of the intelligences, 
each containing many different activities. A spatial 
center, for example, might offer students the option 
of drawing a picture, solving a maze, or using a 
mind-map to share information. Or students may 
be given opportunities to use photos or magazine 
pictures to create a collage that expresses an emo- 
tion. Sometimes students might be asked to use sev- 
eral different forms of spatial intelligence in 
capturing the same event or an emotion. For exam- 
ple, students might paint a picture, create a collage, 
and draw a mind-map to describe how they think 
Native Americans felt when they first encountered 
explorers from Europe. 

A musical center might have a cassette player 
and earphones and ask students to select music that 
best captures the mood of the historical event they 
are studying. Students might be asked to compose a 
musical piece or write lyrics to a tune they have 
been given. 

One teacher created a center with several tape 
recorders and headphones, each featuring a differ- 
ent genre of music (jazz, blues, rock and roll, classi- 
cal). After the class discussed different kinds of 
music and how they are used, students listened to 
the various kinds of music and wrote words or 
drew pictures to share how the music made them 
feel. As a culminating activity, the teacher hung a 
sheet over a clothesline strung across the classroom 
and turned off the lights. The students sat on one 
side of the “curtain” as each student took a turn as 
the performer. The performer, silhouetted against 
the curtain with a powerful flashlight shining be- 
hind him, chose a musical selection and, using 
headphones, danced or moved to the music. The 
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audience, unable to hear the music, was to identify 
the kind of music the performer was listening to 
based only on his movements. 

Depending on what resources are available (in- 
cluding space), several centers focused on a single 
intelligence may be available, or just one center for 
each intelligence. Again, while reinforcement of 
skills or assessing understanding is important, the 
primary goal of these centers is to give students ex- 
periences to enable them to develop their intelli- 
gences. These centers generally have activities that 
take students longer to complete than those in 
curriculum-based centers, and offer more complex 
tasks. 

In working with either kind of center, students 
may be given the option to choose a center, they 
may be assigned one or more centers, or they may 
need to follow a plan or schedule that moves them 
through various centers. Alternating approaches, 
sometimes assigning centers and sometimes letting 
students select where they wish to work, seems to 
make the most sense. 

When students are allowed to select intelli- 
gence-based centers, consider the degree to which 
their choices are influenced by factors other than the 
intelligence featured in the centers. A few years ago, 
for example, one of our teachers tried to test the hy- 
pothesis that when given options, students would 
go to the centers that allowed them to use their 
strongest intelligences. She observed the class for a 
few weeks in a variety of situations, in class and at 
recess, and recorded how the students spent their 
time, identifying each student's strongest intelli- 
gences. She then created intelligence-based centers 
and scheduled 30 minutes each day for students to 
work in the centers of their choice. Much to her 
amazement, there was little relationship between 
the intelligences she had identified as the students’ 
stronger ones and the centers they selected. After a 
couple days of trying to figure out what was hap- 
pening, she asked Adam, a student with strong 
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bodily-kinesthetic talents and interests, why he was 
choosing to go to the music center. “Because that’s 
where Fred goes,” he replied. She told this story to 
me with no small amount of embarrassment, realiz- 
ing that she had failed to anticipate that many stu- 
dents would base their choice on friendships more 
than intelligences. Of course, another way of look- 
ing at this is that Adam was being led by his inter- 
personal intelligence more than his _ bodily- 
kinesthetic intelligence. 

A question we are often asked is “Do you help 
children develop their strongest intelligences or try 
to help them pull up their weakest intelligences?” 
The answer is that we try to do both. The value we 
place on MI and, as a result, the time that students 
spend engaging in the various intelligences means 
that students will become more proficient in many 
more of the intelligences than if our focus was only 
on the scholastic intelligences. That said, our intent 
is to use the intelligences as tools in helping our stu- 
dents learn. Regardless of the kind of center in 
which students are working, the experience is more 
meaningful if they are given the opportunity to re- 
flect on their experience and, if applicable, how they 
worked with others. 


Projects, Exhibitions, and 
Presentations 


Projects, exhibitions, and presentations (PEPs) ap- 
ply a performance perspective to MI. Students use 
their intelligences to share what they know with a 
wider audience. For example, students create a dio- 
rama that shows a scene froma novel or shows how 
a tribe of Native Americans lived, thereby using 
their spatial and bodily-kinesthetic (small-motor 
muscles) intelligences to depict what they know. 
Similarly, students use a variety of intelligences to 
prepare a display that shows how the human body 
functions, how plants grow, or how a snake sheds 
its skin. 

If the student-created artifacts are accompanied 
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by an oral presentation, the students also use inter- 
personal, linguistic, and, perhaps, the bodily- 
kinesthetic intelligences. Preparing for an “un- 
known” audience, whether students from other 
grades or adults, raises the stakes a bit and encour- 
ages students to be clear in both their understand- 
ing and presentation. Each 3rd grader, for example, 
researches a Native American tribe and creates a 
diorama representing some aspect of that tribe’s 
life. On presentation day, the students stand next to 
their dioramas, ready to talk about the diorama and 
the tribe with other students and adults. Similarly, 
our 4th graders select one of the 50 states and give 
oral and written presentations featuring a descrip- 
tion of the state along with graphs, drawings, and 
examples of typical food grown and eaten in the 
area. 

Afterward, students reflect on their perform- 
ance, ranging from simply responding to “What 
would you do differently?” to soliciting feedback 
from the audience, to watching a videotape of their 
performance. Reflection is an integral tool in devel- 
oping intrapersonal intelligence. Inviting parents 
and community members to presentations is a won- 
derful way to educate them about the effectiveness 
of MI because it lets them see how students use a 
variety of intelligences to learn. 


Thematic Instruction 


The premise of thematic instruction is that students 
learn best when learning is meaningful. A theme is 
a unifying concept that transcends disciplines and 
content areas; at New City School, themes typically 
are studied for a semester or a full year. Instead of 
the curriculum being a series of unrelated skills and 
pieces of content to be learned, it is related to and 
derived from the theme. After a theme is chosen, the 
teachers create a curriculum that addresses agreed- 
upon skills and understandings. Because the 
themes are selected and developed by teachers, of- 
ten in conjunction with their students, the themes 
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are interesting, relevant, and easily converted into 
projects, exhibitions, and presentations that can be 
done individually or collaboratively. Thematic in- 
struction supports the use of MI and vice versa. 

The rich possibilities of thematic instruction 
can be seen in the 4th grade theme, “Citizens Make 
a Difference,” which serves to transform the class- 
room into a government, with students acting as al- 
derpeople and the teacher serving as mayor. Laws 
are proposed and passed to regulate classroom con- 
duct. During the year the classes go to St. Louis’s 
City Hall and Jefferson City, the state capital, to see 
where laws are made and city and state govern- 
ment takes place. How we can make a difference by 
taking personal responsibility is addressed in many 
ways, from a disabilities unit in which students ei- 
ther spend a day in a wheelchair, blindfolded, or 
have their dominant arm bound, to focusing on 
how they can listen to others and respond to their 
needs. Homelessness has been addressed as part of 
this theme, and the director of a nearby homeless 
shelter has visited the class to talk about her job and 
the shelter. In addition, students visited the home- 
less shelter during the day (when it was empty) to 
help prepare food. (See Chapter 2 for more informa- 
tion on themes.) 


Using MI in Schoolwide Endeavors 


The linguistic, logical-mathematical, spatial, bodily- 
kinesthetic, musical, and naturalist intelligences are 
each closely related to a certain academic discipline. 
Because of the narrow way that schools typically 
approach curriculum and instruction, the value of 
any one of these intelligences may depend on 
where you are in the school building! In general, a 
student with a strong spatial intelligence shines in 
the art room, a student with bodily-kinesthetic in- 
telligence finds success in the gym or on the play- 
ground, while a student with musical intelligence 
flourishes in the music room or on stage. In the sci- 
ence lab or outdoors, a student with a proclivity to 


37 


the naturalist intelligence excels, and students with 
strong linguistic and logical-mathematical intelli- 
gences do well in writing, language, and math 
classes. Confining students to using specific intelli- 
gences in specific disciplines and certain areas of the 
school limits their opportunities for success. 

Students should be able to use their array of in- 
telligences to learn in all disciplines and in every 
classroom. Regardless of what they are expected to 
teach, all teachers should seek for students to capi- 
talize on their MI strengths. Our experience has 
taught us that in addition to looking for ways to in- 
corporate MI into individual classrooms, it is valu- 
able to create schoolwide opportunities for students 
to tap into their intelligences so that they become 
more knowledgeable about and develop their intel- 
ligence strengths. Using MI schoolwide not only 
gives students more chances to flourish, it heightens 
the visibility of the intelligences, sending a power- 
ful message to the school community that all of the 
intelligences are valued. What follows are some 
ideas for using MI in schoolwide endeavors. 


The Flow Room 


Are there times when you skipped meals or missed 
appointments because you were so involved in an 
activity that you lost track of time? If so, you proba- 
bly were successfully meeting a challenge that you 
enjoyed. Whether immersed in writing a letter, 
pruning flowers, achieving a personal best on your 
exercise machine, composing or performing a song, 
or putting the final piece in the hand-carved model 
of the Titanic, you were in flow, “the state in which 
people are so involved in an activity that nothing 
else seems to matter” (Csikszentmihalyi, 1990, p. 4). 
Because we are most likely to find our flow when 
we are using our strongest intelligences to respond 
to a difficult and interesting problem, flow can be 
associated with using MI. It is when athletes are 
pushing their bodies, writers are lost in narrative, 
and painters are creating a new reality on an 
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easel—when they are accomplishing through their 
strongest intelligences—that flow is found. 

Unfortunately, schools are so linguistically and 
logically-mathematically based that some students 
spend most of the school day using the intelligences 
that are not their strongest. A flow room gives stu- 
dents options to pursue what they do best and en- 
ables them to use their stronger intelligences. It is 
stocked with a range of materials that correspond to 
the various intelligences and students are allowed 
to choose their activity and choose if they want to 
work by themselves or with others. Students typi- 
cally work with little adult direction or intervention. 
Whether they are playing chess or Twister, building 
a model alone or with a friend, listening to or per- 
forming music, painting, classifying a collection of 
insects, or writing in a journal, they are probably in- 
volved in an activity in which they are succeeding, 
one that allows them to use their intelligence 
strengths. Citing chess, tennis, and poker as exam- 
ples of activities that can create a sense of flow, 
Csikszentmihalyi says that flow takes place when 
both goals and the appropriate responses are clear. 
Of course, opportunities for students to pursue flow 
can be created within classrooms, in the hall or 
lunchroom, or outside the school. All that is needed 
is a range of options that corresponds to the intelli- 
gences and opportunities for students to get in- 
volved and become engaged. 

Many students, particularly those who are not 
strong in the scholastic intelligences, go for long pe- 
riods of time without finding success, without real- 
izing flow. For them, flow does not happen at 
school; if flow takes place, it happens after school or 
over the weekend. Flow may not happen for some 
children if family resources are limited and a child is 
not able to take lessons or have opportunities to 
play on teams. Some children become adults with- 
out experiencing flow; not having experienced it, 
these adults do not know what they are missing. For 
too many children and adults, the closest they come 
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to experiencing flow is the passive sensation they 
get from sitting in front of a television or computer 
screen for hours at a time. 

A flow room—any flow space, really—is most 
effective when it does more than just allow students 
to enjoy themselves and use their stronger intelli- 
gences. An important aspect of flow is the opportu- 
nity that it presents for helping students reflect on 
and become aware of their stronger intelligences 
and how they find enjoyment. Teachers can help 
students consciously learn about their interests and 
the pursuit of flow by asking them to reflect on their 
feelings after they have engaged in tasks associated 
with different intelligences. Do they find, for exam- 
ple, that they are more refreshed after playing chess 
than after finishing a drawing? Does listening to 
music or playing hopscotch cause them to forget 
about some of the day’s frustrations? Are they able 
to focus their energies on building a model or 
watching a mouse in a cage regardless of the dis- 
tractions in the room? Are they more “productive” 
when working alone or as a member of a team? 

Students who are strong intrapersonally have a 
sense of how their participation in various tasks 
(corresponding to the various intelligences) relates 
to their moods and feelings, whether or not ques- 
tions are posed to them about this. For those stu- 
dents who are not very strong intrapersonally, 
however, the issue needs to be raised directly. Ask 
students to keep track of the frequency and time 
they spend engaging in various activities. A more 
elaborate approach is to have them record their feel- 
ings on a Likert-type scale (“strongly agree,” 
“agree,” etc.) before and after they participate in ac- 
tivities. Reviewing the data with students can help 
them discern tendencies and patterns in their be- 
havior and learn about themselves. 

Understanding ourselves, developing the in- 
trapersonal intelligence, enables us to gain control 
over our feelings. In Emotional Intelligence, Daniel 
Goleman says, “Much of what we do—especially in 
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our free time—is an attempt to manage mood. Eve- 
rything from reading a novel or watching television 
to the activities and companions we choose can be a 
way to make ourselves feel better. The art of sooth- 
ing ourselves is a fundamental life skill" (1995, 
p- 57). Experiences in a flow room, pursuing flow 
and learning about oneself, can help develop the in- 
trapersonal intelligence. 

Conversely, students should be encouraged to 
use the flow room to try different tasks and meet 
new challenges by investigating areas that do not 
correspond with their strengths. Although perhaps 
not as much fun as working with stronger intelli- 
gence and finding flow, exploring weaker intelli- 
gences also provides useful information to students 
about how they learn best, what causes difficulty, 
and how they can work at minimizing frustration. 
Working with the weaker intelligences is a valuable 
exercise in developing intrapersonal intelligence. 


Learning Pods 


In learning pods, gaining skill is the goal and stu- 
dents are often taught how to use an intelli- 
gence—how to mold clay, play an instrument, pot a 
plant, or kick a ball—through direct instruction. A 
specified time is set aside (perhaps an hour once or 
several times each week) and the entire school com- 
munity offers unique, intelligence-oriented experi- 
ences. Often, all the adults in the building, including 
the office and custodial staff, serve as mentors and 
instructors for pods. Students choose an activity 
and pursue it for several sessions. Pods might focus 
on knitting or stitchery, table games, gardening, 
computers, architecture, music, cooking, sports, sci- 
ence experiments, magic tricks, public speaking, 
woodworking, or quiet reflection. As with flow 
rooms, pods offer students chances to pursue their 
stronger intelligences, find enjoyment, gain skill, 
and learn about themselves. 

If it isn’t possible to establish learning pods 
schoolwide, a teacher in one classroom or a few 
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teachers working together can create these opportu- 
nities in their classrooms. Although fewer choices 
would be available, students would have opportu- 
nities to pursue and develop their intelligences. 


Role Models 


Role models can help to create enthusiasm for ac- 
tivities that require particular intelligences. Interact- 
ing with people whose roles are based on 
proficiency in the intelligences as they share their 
expertise and passion with students can help to 
widen students’ horizons and aspirations. Whether 
visitors come to classrooms or perform in a school- 
wide assembly, the result is the same: The students 
whose strongest intelligences correspond with 
those of the presenter will be touched and inspired 
in special ways. Schools that value MI should make 
special efforts to ensure that adults representing 
skill in each of the intelligences are visible and ac- 
cessible to students. Likewise, taking students to lo- 
cations where a high level of skill in specific 
intelligences is necessary—artists’ studios, concerts, 
nature conservatories, sports competitions—is also 
important. With older students, creating mentor or 
apprenticeship programs or simply providing an 
opportunity for them to work directly with some- 
one whose livelihood stems from proficiency in an 
intelligence can influence their lives. Presenting 
these kinds of role models is especially important if 
a school does not have music, physical education, 
and art teachers on staff or if students do not have 
regular access to the teachers of these subjects or in- 
telligences. 


Lengthening the School Day 

and School Year 

Another approach to adding MI to an already full 
curriculum is through extending the school day and 
lengthening the school year. Adding more time for 
school does not mean more of the same. It means 
that schools can meet families’ needs for after- 
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school or summer supervision by providing oppor- 
tunities for students to investigate and pursue dif- 
ferent intelligences. As work patterns and families 
change, more schools are providing additional cov- 
erage for their students. At New City, for example, 
our school day is 8:30 a.m. to 3:30 p.m., but we offer 
coverage for our students from 7:00 a.m. until 6:30 
p-m. The before-school coverage is free and is 
staffed primarily by teacher aides. As many as 150 
of our 360 students stay after school in our fee- 
based Extended Day Program, which is primarily 
recreational in nature (although a study hall is of- 
fered for upper-grade students). College students 
are hired to work in this program. 

Within the Extended Day Program, for an extra 
fee, we offer Talents Classes, sessions that meet 
weekly and are framed around MI. Adults, includ- 
ing some parents, teachers, and outsiders who use a 
particular intelligence as their livelihood, teach 
these classes. Recent offerings have included karate, 
drums, paper marbling, student newspaper, piano, 
jewelry making, insects and bugs, drama, photogra- 
phy, and Web page design. Perhaps my favorite of- 
fering was one that combined the musical and 
bodily-kinesthetic intelligences, Rock & Roll Roller 
Skating. 

At New City School, we also offer a summer 
camp program for 10 weeks of the summer. All stu- 
dents go swimming each day, everyone gets to en- 
joy the flow room, and our older students have 
overnight camping trips. Extra classes are offered 
within the summer camp as well, including piano, 
drums, Web page design, writing, and mathemat- 
ics. As with our Extended Day Program, the rela- 
tively leisurely pace of summer makes it a bit easier 
for us to allow our students to pursue their intelli- 
gences and find their flow. 


Using MI requires more time and energy than does 


40 


a traditional textbook-based approach to teaching, 
and political considerations and philosophical con- 
straints can inhibit progress toward MI. But by be- 
ing creative about MI, finding new ways to give 
kids opportunities to use all of their intelligences, 
students and teachers benefit. Learning centers, 
flow rooms, learning pods and looking anew at the 
school day and calendar can all be helpful in pursu- 
ing MI. 


++ + 


For Faculty Discussion 


1. Where in our school can kids pursue their non- 
scholastic intelligences? 

2. What kinds of games and activities would go in 
our school’s flow room? 

3. How can we help students learn to understand 
and gain from their frustrations and failures? 

4. How would we be different if our schools had 
valued MI when we were children? 


5. How do we, the adults, find flow in our lives? 


Steps to Implementing MI 


Each school and each MI journey is different. The 
following tips, however, may be helpful in any pur- 
suit of MI. 

1. Begin discussing ways that MI could be ad- 
dressed beyond what takes place in individual 
classrooms. 

2. How could our school create MI opportunities for 
students before and after school, and during lunch? 
3. Conduct an inventory of the talents and skills in 
various intelligences possessed by all the adults 
working or volunteering in our school. How could 
these be used to offer learning pods for students? 
4. Plan a speakers series in which individuals em- 
bodying success in the various intelligences visit the 
school to share their passions and successes. 





When I give presentations on MI, I often begin by 
saying to the audience, “Take a moment and write 
down the initials of three adults you know person- 
ally and consider to be intelligent. How you define 
intelligence is up to you.” I wait a moment and then 
ask the participants to write the initials of three fa- 
mous people they consider to be intelligent. Finally 
I ask them to write the initials of three of their stu- 
dents they consider intelligent. Then I ask them to 
spend a few minutes discussing their answers in 
small groups, looking for both differences and simi- 
larities among the people on their lists. Finally, the 
small groups share their common people and char- 
acteristics with the whole group. 

Regardless of the composition of the audience, 
whether educators or parents, whether the ques- 
tions are asked in Maryland or Texas, Chile or Aus- 
tralia, the results are nearly the same. Rarely, if ever, 
are people identified solely because of their ability 
to read, write, or compute. Yes, those scholastic 
skills are important, to be sure, and many of the in- 
dividuals on the lists possess them in abundance. 
But being able to read, write, and compute well are 
notin themselves qualities that prompt people to be 
identified by others as intelligent. 

The consistent responses from a range of audi- 
ences indicate that proficiency in the scholastic in- 
telligences (any of the intelligences, really) must be 
supplemented with strength in the personal 
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THE IMPORTANCE 
OF THE PERSONAL 
INTELLIGENCES 


intelligences. Simply put, if you can’t work with 
others, if you continue to make the same mistakes, if 
your people skills are terrible, these deficiencies far 
outweigh your other skills and strengths. Writing, 
speaking, and calculating well are valuable thresh- 
old skills; these abilities give you access to a profes- 
sion or role. Once there, however, accomplishment, 
advancement, and success come from knowing 
yourself and working successfully with others. 
Perhaps in an earlier day, a lighthouse keeper 
could do a good job with little or no human interac- 
tion. The interconnectedness of today’s society, 
however, means that working with others is an inte- 
gral part of any complex task, and the prospect of 
technological advances only exacerbates the need to 
work together. Indeed, it may be that the personal 
intelligences are even more critical today because 
the speed at which information is generated and 
shared can leave little time for knowing and under- 
standing others. For example, the use of e-mail is 
becoming pervasive because it speeds communica- 
tion, but the use of e-mail reduces face-to-face hu- 
man contact and interaction, inhibiting the relation- 
ship building that we need, particularly in times of 
stress. Writing about this phenomenon, Edward 
Hallowell (1999), talks about the “human moment: 
an authentic psychological encounter that can hap- 
pen only when two people share the same physical 
space” and when emotional and _ intellectual 
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attention is given to the other person. He says that 
“the absence of the human moment—on an organ- 
izational scale—can wreak havoc” (p. 60). The rarity 
of these human moments means that skill in the 
personal intelligences, the ability to work with oth- 
ers who are similar to and different from you, be- 
comes even more critical. Preparing our students 
for this future means that it is essential that they can 
capitalize on their strengths and work well with 
others. 

The gamut of multiple intelligences offers 
many different avenues for success and accom- 
plishment, but in each the personal intelligences 
play an important role. Successful human interac- 
tion of any kind requires an ability to know oneself 
and to work with others. As Goleman writes in 
Emotional Intelligence (1995), 


Much evidence testifies that people who are 
emotionally adept—who know and manage 
their own feelings well, and who read and deal 
effectively with other people’s feelings—are at 
an advantage in any domain of life, whether ro- 
mance and intimate relationships or picking up 
the unspoken rules that govern success in or- 
politics. 
developed emotional skills are also more likely 


ganizational People with  well- 
to be content and effective in their lives, master- 
ing the habits of mind that foster their own pro- 
ductivity; people who cannot marshal some 
control over their emotional life fight inner bat- 
tles that sabotage their ability for focused work 


and clear thought (p. 36). 


Someone who possessed exceptional interper- 
sonal intelligence was Franklin D. Roosevelt. In dis- 
cussing FDR in No Ordinary Times (1994), Goodwin 
says, “It seemed at times as if he possessed invisible 
antennae that allowed him to understand what his 
fellow citizens were thinking and feeling, so that he 
could craft his own responses to meet their deepest 
needs” (p. 78). 
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Years ago, a student named Jeffrey exemplified 
interpersonal intelligence. He was an avid chess 
player and played with the school counselor during 
weekly visits to work on overcoming his shyness. 
Jeffrey consistently beat her at chess and it was a 
standing joke between them. One day when they 
were finished meeting, the counselor came to me, 
exultant. “I beat Jeffrey in chess!” she said with a 
huge smile; he followed her, looking rather down- 
trodden. When the counselor left, I said to Jeffrey, 
“Boy, that’s a surprise. She’s never beaten you, has 
she?” He smiled at me and said, “I let her win be- 
cause I knew she was having a bad day.” In fact, the 
counselor was quietly going through the throes of a 
divorce and few people knew it. Jeffrey’s keen inter- 
personal intelligence, however, alerted him to the 
fact that she was experiencing some difficulties, and 
he chose to help out by losing at chess. 

A strong intrapersonal intelligence was dis- 
played by one of our students, Adam, a couple of 
years ago when he was a 4th grader. His older sister, 
three years ahead of him, was linguistically gifted 
and had read nearly every book in our library be- 
fore 6th grade. Adam struggled in learning to read 
and felt as if he was simply “Karen’s younger 
brother” and not a very good student in compari- 
son. As his class learned more and more about MI, 
however, he began to appreciate that the differences 
between them were just that, differences, not judg- 
ments of better or worse. One day his teacher came 
to me, almost teary-eyed with joy. “You won't be- 
lieve what happened,” she said. “We were talking 
about MI in class and Adam jumped up and said, 
‘T’ve got it! Karen is smart linguistically but I’m 
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smarter logically-mathematically!’” She continued, 
“He then talked about the various intelligences and 
was able to identify the intelligences in which she 
was stronger but also those in which he excelled. 
I’ve been working so hard on building up his confi- 
dence and I think this was a breakthrough.” As a re- 


sult of his burgeoning intrapersonal intelligence, 
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instead of feeling less smart than his linguistically 
talented sister, Adam was able to appreciate the ar- 
eas in which he was strong while being aware of 
those areas that needed more attention. 


The Unique Role of Intrapersonal 
Intelligence 


During my presentations, after I have explained MI 
and focused on the personal intelligences, I often 
ask, “Is anyone a bad speller?” Despite the plethora 
of people with master’s and doctorate degrees in 
the room, a forest of hands always appears before 
me. “It’s not so important whether or not you can 
spell well today,” I continue as some begin to nod, 
“and why is that?” Almost in unison the crowd re- 
sponds “spell-check!” 

“Nes,” I continue, “but spell-check is helpful 
only if you know you need to use it, if you know you are 
a poor speller. This is where the intrapersonal intel- 
ligence comes in. Because if you don’t know you 
spell badly, you'll continue to misspell, unaware, 
writing notes and turning in papers that are filled 
with errors.” I continue, “Knowing that spelling is a 
weakness of yours, however, allows you to capital- 
ize on spell-check or having someone else proof 
your work.” 

The point is that having a weakness isn’t nearly 
as much of a problem as not knowing what the 
weakness is. If you don’t know where you are 
weak, how can you systematically improve? Know- 
ing ourselves—identifying and understanding 
what we do well and why we do it—‘s the intraper- 
sonal intelligence. 

The intrapersonal intelligence is the key intelli- 
gence. More than any other intelligence, a strong in- 
trapersonal intelligence positions us for success; 
conversely, a weak intrapersonal intelligence likely 
means that we will continue to meet frustration and 
failure—and our successes, if we have any, will be 
random. 

Knowing our strengths allows us to find 
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situations in which what we do well is valued and 
where we can succeed. Knowing our weaknesses 
allows us to avoid situations where we are likely to 
fail (or at least we'll be aware of our weakness so 
that we can do what is necessary to succeed, as in 
using spell check). And knowing our weaknesses 
allows us to work at improving, to turn a weakness 
into a strength. Strong intrapersonal intelligence al- 
lows us to successfully navigate situations to capi- 
talize on our strengths and minimize our 
weaknesses. Whatever our strengths and weak- 
nesses, we can make the most of our talents through 
our intrapersonal intelligence. Conversely, a weak 
intrapersonal intelligence causes us to continue to 
make the same mistakes and prevents us from 
learning how to solve problems or avoid them. 


The Reciprocity of the 
Personal Intelligences 


The lines between the intelligences can be fuzzy. A 
talented visual artist certainly possesses a strong 
spatial intelligence, for example, but she also pos- 
sesses sufficient bodily-kinesthetic talent to enable 
her to fashion the clay or move the brush to convey 
her vision. But nowhere are the intelligences more 
intermingled than with the interpersonal and in- 
trapersonal intelligences. Gardner recognized this 
in his foreword to the New City faculty’s second 
book, Succeeding with Multiple Intelligences (1996), 
saying, “I have always felt that the personal intelli- 
gences are more closely related to one another than 
any other two sets of intelligences. .. . To a theorist, 
clarification of the relation between the intelligences 
remains important; for the practitioner, however, 
some attention to both is the primary mission” (p. 
viii). 

People who are strong intrapersonally are 
aware of how others perceive them and are continu- 
ally monitoring how they are received. They may 
not be doing so consciously, but it is this ability, 
whether dealing with children or peers, that allows 
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them to always seem to say the right thing, to know 
when to offer comfort and when to remain firm. In 
describing the interrelationship of these intelli- 
gences Goleman says, “Empathy builds on self- 
awareness; the more open we are to our own emo- 
tions, the more skilled we will be in reading feel- 
ings” (1995, p. 96). 

It is important to note this reciprocity because, 
as we shall see, activities that develop either of the 
personal intelligences often address both simulta- 
neously. When our faculty first pursued MI we had 
wonderfully rich and lengthy discussions about 
whether it was possible to be strong in the interper- 
sonal intelligence without being strong in the in- 
trapersonal intelligence or vice versa. We ultimately 
decided, as Gardner implies, that the two are so 
closely related that success or deficiencies in one of 
the personal intelligences will support or hamper 
the other. 


Emotional Intelligence 


Appreciation for the personal intelligences received 
a great push forward with the publication and suc- 
cess of Emotional Intelligence. Goleman focused ex- 
clusively on the personal intelligences, discussing 
such qualities as “self-control, zeal and persistence, 
and the ability to motivate oneself” (p. xii). He used 
many examples to make the case that teaching skills 
in these areas will give students “a better chance to 
use whatever intellectual potential the genetic lot- 
tery may have given them” (p. xii). 

Goleman cites Yale professor Peter Salovey, 
who classified the personal intelligences into five 
areas (p. 43): 


1. Knowing one’s emotions. Self-awareness—rec- 
ognizing a feeling as it happens—is a keystone 
of emotional intelligence. Self-awareness is 
being aware of both our mood and our 
thoughts about that mood. 


2. Managing emotions. Handling feelings so that 
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they are appropriate is an ability that builds 
on self-awareness. 


3. Motivating oneself. Marshaling emotions in the 
service of a goal is essential for paying atten- 
tion, for self-motivation and mastery, and for 
creativity. 


4. Recognizing emotions in others. Empathy, an- 
other ability that builds on emotional self- 
awareness, is the fundamental “people skill.” 


5. Handling relationships. The art of relationships 
is, in large part, skill in managing emotions in 
others. 


Salovey’s first three domains of emotional intel- 
ligence correspond with Gardner’s conception of 
intrapersonal intelligence; the last two correspond 
with Gardner’s conception of interpersonal intelli- 
gence. 

After a group of the New City faculty read Emo- 
tional Intelligence, we decided to introduce Salovey’s 
five components to everyone else on a fall afternoon 
at a faculty meeting. The meeting started as usual 
with bulletin board announcements. Next we were 
talking about plans for an upcoming parent even- 
ing and one of my assistants was using the over- 
head projector to present the plans. Suddenly, 
without warning, I blew up at her, “Betsy,” I said, 
“your overheads are sloppy. Can’t you take any 
pride in your work?” 

Her eyes widened and she responded just as 
explosively, “There you go again, Tom, always criti- 
cizing. You know I’ve been under some stress and 
you ought to cut me some slack!” 

“Slack?” I responded, now walking toward her 
and almost yelling, “You want slack, but if I don’t 
stay on your case nothing will get accomplished. 
I’m tired of this,” and I threw some papers I had 
been holding on the floor and stomped out of the 
room. 

The room was quiet as teachers sat stunned, 
having witnessed two administrators at their worst. 
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After a few seconds Betsy announced, “Relax, this 
wasn’t real! Tom and I may make one another crazy 
at times but this was all fake!” 

I returned to the room in time to hear exhala- 
tions and see bodies relaxing. I added, “We wanted 
to introduce a new model for the personal intelli- 
gences to you and rather than simply talking about 
it, we thought a little role play might be fun!” Then I 
passed out a sheet listing Salovey’s five components 
and definitions and asked teachers to look through 
it and identify which of these Betsy and I had lacked 
in our interaction. Someone muttered in a stage 
whisper, “ALL!” and everyone laughed. 

In the subsequent large-group discussion I 
asked the faculty if we ever saw these sorts of be- 
haviors in real settings with students or adults. Of 
course, we all agreed that we do. We then talked 
about how Salovey’s model offers specificity about 
the personal intelligences and how we need to ad- 
dress each area through our curriculum and in- 
struction so that we do not fall prey to our emotions. 
“Too often,” I said, “we focus on content and cover- 
age, not giving enough attention to the personal in- 
telligences when thinking about and planning for 
student growth. If this happens, our students leave 
with a handicap.” 


Developing the Personal 
Intelligences in the Classroom 


Many different activities can be used to address the 
intrapersonal and interpersonal intelligences in a 
classroom. Taking into account students’ develop- 
mental readiness, teachers can establish a classroom 
norm in which students regularly reflect on how 
they are feeling, their role in the group, and the ef- 
fect they are having on others. Begin by simply ask- 
ing students, “How do you think you did on this 
task?” and “What could you do differently next 
time?” Initially, focus students on their own per- 
formance. Over time, students can be led to rating 
themselves on their work in a group and then 
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comparing their perceptions with feedback on their 
performance solicited from the other group mem- 
bers. We use the Personal MI Profile (Figure 6.1) and 
Math Inventory (Figure 6.2, p. 47) to help us and our 
students. Other examples of forms that can be used 
to help students reflect on and develop their intrap- 
ersonal intelligence are included in Appendix C. 
Activities that can help students gain intraper- 
sonal intelligence include surveys (to enable stu- 
dents to see how they compare with others), autobi- 
ographies and journals (not necessarily solely lin- 
guistic), experience charts, portfolios, and goal 
setting and monitoring. Activities that can help stu- 
dents gain interpersonal intelligence include col- 
laborative writing, group projects, panel discus- 
sions and debates, rubrics or rating sheets for as- 
sessing a performance collaboratively, role playing, 
and interviews. One teacher has the class watch a 
five-minute clip of a television show that she taped 
with the sound turned off. She then asks, “Who can 
tell me what was happening?” Some of the students 
can identify characters’ feelings and motives almost 
as well as if they could hear them speak, but for oth- 
ers the lack of sound precludes their having any 
idea of what was happening. An activity like this 
one leads to a great lesson on body language and 
the nonverbal ways that we can “read” others. 
Other teachers use “gallery walks” when stu- 
dents have finished writing stories. Completed 
“best” student work is displayed, and other stu- 
dents read and critique it. For peer critiques to be 
successful, of course, the teacher must first teach the 
students how to give and receive feedback. Indeed, 
if students are to develop their personal intelli- 
gences, it is critical that teachers structure situations 
in which students give one another feedback on 
how each is performing as a member of the group. 
Feedback needs to be given carefully so that the stu- 
dents whose personal intelligences are the most 
lacking neither damage others’ feelings nor are hurt 
themselves. As with so many other issues, time is an 
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FIGURE 6.1 


Personal Multiple Intelligences Profile 
Name: Date: 








How much do you use each intelligence? 
Put an X on the line to show how often you use each intelligence. 








Interpersonal 
@ & Oo 
Seldom Sometimes Often 
Intrapersonal 
3 @ & 
Seldom Sometimes Often 


Bodily-Kinesthetic 








@ © 2 
Seldom Sometimes Often 
Linguistic 

© ®& @ 
Seldom Sometimes Often 


Logical-Mathematical 














© @ @ 
Seldom Sometimes Often 
Musical 

& © eS 
Seldom Sometimes Often 
Naturalist 

e @ @ 
Seldom Sometimes Often 
Spatial 

e @ ®@ 
Seldom Sometimes Often 
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FIGURE 6.2 
Math Inventory 


Name: Date: 








1. | think math is 
because 





2. My favorite math topic is 
because 





3. The math skill that is easiest for me is 





4. The math skill that is most difficult for me is 





Rate the following statements using this scale: 


0 1 2 3 4 5 6 7 8 9 10 

not very 
at all much 
Statement Rating 


5. | enjoy math. 
6. | am enthusiastic about learning new math skills. <—__ 
7. | use math skills in other subject areas. a 
8. The math skills | learn in school are useful to me when | am not in school. 

9. | use my personal best effort in math. — 


10. | am good at math activities. == 


On the back of this sheet, list all the times you use math skills during the day. 


copyright 1996 New City School 
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important consideration. If students are going to re- 
flect on their performance and their work with oth- 
ers, they need time to do the reflection. 


Proactive Approach with Parents 


As you focus your students on the personal intelli- 
gences, be aware that parents may be wary of your 
work, perhaps even more so than with the spatial, 
musical, naturalist, or bodily-kinesthetic intelli- 
gences. From a parent’s perspective, the personal 
intelligences might seem to be related to values, and 
some parents will therefore worry that the school is 
impinging upon their parental responsibility to 
teach right and wrong. As mentioned in Chapter 2, 
parent education and parent understanding are es- 
sential to a successful MI program, and educators 
should take extra care in addressing the personal in- 
telligences. 

You can make a strong case that schools play a 
vital role in the development of children’s personal 
intelligences, as skill in the personal intelligences is 
essential in any profession. In Working with Emo- 
tional Intelligence (1998), Goleman notes 


People are beginning to realize that success 
takes more than intellectual excellence or tech- 
nical prowess, and that we need another sort of 
skill just to survive—and certainly to thrive—in 
the increasingly turbulent job market of the fu- 
ture. Internal qualities such as resilience, initia- 
tive, optimism, and adaptability are taking ona 
new valuation (p. 10). 


By relating the personal intelligences to their 
success in the adult world—perhaps using the 
questions about identifying intelligent people that 
opened this chapter—parents can come to under- 
stand the importance of the personal intelligences, 
though the term is probably not familiar to them. 
Although parents can and do disagree about val- 
ues, all parents want their children to succeed. 
Every parent has encountered difficulties with a 
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colleague, friend, or boss; and at some level, every 
parent knows the importance of people skills in 
work and social settings. Once parents understand 
what the personal intelligences are, they are usually 
eager for their children to develop these skills. 


Developing the Faculty’s Personal 
Intelligences 


Teachers and administrators also need to be con- 
scious of and work toward developing their own 
personal intelligences. They need to learn to be 
aware of how they are feeling and how they affect 
others. Although work on the personal intelligences 
does not have to be part of every faculty meeting, it 
should be a priority. After all, staff are in effect mod- 
eling behavior for students. 

A few years ago, in an effort to increase our fac- 
ulty’s intrapersonal intelligence and to encourage 
staff to think about our interpersonal intelligence, 
we began an August inservice day with a different 
kind of activity. After coffee and doughnuts, our 40 
faculty members gathered in the amphitheater. One 
of my assistants, Nancy, began the presentation. She 
said, “Who we are, formed in part by our back- 
grounds, has a strong influence on how we view is- 
sues and how we work with one another and with 
our students. Sometimes we’re aware of these 
things and sometimes we're not. 

“What we're going to do now,” Nancy contin- 
ued, “is ask you some questions that will cause you 
to self-identify and group yourselves by how you 
respond. Each time, after I give you the categories 
and you physically move to a point to stand with 
others who share this particular characteristic, I’d 
like you to look around and note your position, in- 
dividually, and the size of your group in compari- 
son with the rest of the groups. Then I’ll ask you 
some questions. After that, the groups will talk fora 
few minutes.” 

People weren't quite sure what was going to 
happen, but she went ahead anyway. “First,” 
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Nancy said, “I want you to stand in groups to indi- 
cate your strongest intelligence. When I finish nam- 
ing them, let’s have those who are strongest in the 
linguistic intelligence stand over here, behind me. 
Those who are strongest in spatial should move 
over there, across from me. If you’re strongest in 
musical, then stand. ...” She continued, listing all of 
the intelligences and indicating the different places 
where people should stand. Then, Nancy asked 
people to move. The groupings were fascinating. 
The linguistic group was largest, and the logical- 
mathematical group was smallest. 

“OK, look around and note the size of the 
groups and who’s in which group,” she continued. 
“Are all of your teammates in the same group, or 
are you distributed among different intelligences? 
What does this mean?” 

After giving the groups a minute or so to reflect 
and talk, Nancy asked everyone, “How does where 
you're standing, or the intelligence in which you're 
the strongest, affect your teaching?” This question 
led to a rich discussion within each group. After a 
couple minutes she announced that we were going 
to return to one large group and begin the process 
again. This time people were asked to sort them- 
selves by their weakest intelligence, and the ques- 
tions were repeated. 

We continued this process four more times. 
People were asked to reclassify and group them- 
selves according to their answers to the following 
questions. 


e “How did your parents raise you? Were they 
strict, laissez-faire, or liberal?” 

e “In what socioeconomic status were you 
raised? Wealthy, upper-middle class, middle class, 
lower-middle class, or poor?” 

e “At what age did you first experience difficul- 
ties in school? During the elementary years, middle 
school years, high school, college, or never?” 

e “At what age did you first work or play with 
others who were a different race from yourself?” 
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Again, after people had sorted themselves in 
response to each question, Nancy asked them to re- 
flect on where they were in relation to the largest 
group, how the size their group compared with the 
other groups, who was in their group and what that 
might imply, and what their answer might suggest 
about their teaching. The activity ended with a final 
question to everyone, still standing in the last 
group: “What can you tell me about these ques- 
tions? Why did we choose them and what do you 
note about the sequence in which they were 
asked?” 

The discussions stemming from these ques- 
tions and the groups in which we found ourselves 
were fascinating. Clearly, how we were raised, our 
school experiences, and our relations with other 
races powerfully affect who we are today and how 
we teach. Although some of us may have individu- 
ally pondered these influences, most of us had not 
found the opportunity to share our thoughts with 
others, especially those with whom we are not very 
close. Doing so publicly validated that these factors 
need to be considered and opened the door to our 
talking about them in future formal and informal 
gatherings. We ended the activity by asking the fac- 
ulty to form groups once again, this time by grade- 
level teams, to talk about how they felt during the 
process. 

A single activity, even one as powerful as this, 
does not significantly move people forward in de- 
veloping their personal intelligences. But a series of 
activities like this, supported by time to reflect on 
how we are feeling and how the group is working at 
committee, faculty, and ad hoc meetings, can go a 
long way toward setting a tone that helps advance 
everyone’s personal intelligences. Having these ex- 
periences with our peers means that we are more 
likely to see their worth and lead our students in 
similar kinds of reflection and sharing. 


++ + 
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For Faculty Discussion 


1. Think of individuals—students and adults—who 
have excelled because of their personal intelli- 
gences. Share those thoughts and successes in dis- 
cussion. 

2. Is it possible to have a strong intrapersonal intelli- 
gence without a strong interpersonal intelligence? 
Is the opposite possible? 

3. Think of the students who have difficulty suc- 
ceeding in our school. Which of Salovey’s five com- 
ponents do most of them lack? 

4. What are some obstacles to focusing on the per- 
sonal intelligences in our school? 


Steps to Implementing MI 


Just as each school is different, so is each MI journey. 
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There are, however, some steps that may be helpful 
in any pursuit of MI. 

1. Hold a parent meeting and focus on the personal 
intelligences. Begin by presenting Gardner’s model 
and Salovey’s components. Perhaps distribute this 
article by Daniel Goleman: “What Makes A 
Leader?” from the November—December 1998 issue 
of Harvard Business Review. 

2. Review how the personal intelligences are ad- 
dressed in our school’s grading system. How could 
they be addressed? What opportunities are there for 
students to develop or exhibit skills in these areas? 
3. Convene a faculty committee to plan activities to 
help the faculty develop their personal intelli- 
gences. If this is too big a step, the committee can 
plan activities to help develop their own personal 
intelligences. 


THE IMPORTANCE OF THE PERSONAL INTELLIGENCES 











THE PERSONAL INTELLIGENCES 
ARE AMORAL 


Gardner has said that the personal intelligences are 
amoral. That is, someone with a strong interpersonal 
intelligence could use the knowledge to do good or 
evil. Adolf Hitler no doubt possessed a strong inter- 
personal intelligence. Likewise, someone with a 
strong intrapersonal intelligence could use this self- 
knowledge to place herself in positions where her 
strength could be used to either help or harm others. 

Clearly, focusing on the personal intelligences 
without also addressing values and morals is insuffi- 
cient. In The Moral Intelligence of Children, Robert 
Coles (1997) notes that it is not enough for children to 
know right from wrong; they must act in the right 
way. In defining “moral intelligence,” Coles refers to 
what a pediatrician friend told him “about girls and 
boys he’d known and treated who had it—who were 
‘good,’ who were kind, who thought about others, 
who extended themselves toward those others, who 
were ‘smart’ that way” (p. 4). Even in a contentious 
setting, one in which parents argue about the merits 
of new math versus old math or phonics versus 
whole language, all parents want their children to 
possess these qualities described by Coles. 

If we are to focus on helping students develop 
their personal intelligences, as I believe we must, we 
also have a responsibility to help them learn the dif- 
ference between right and wrong. It is not enough to 
teach students how to understand themselves and 
others; we must also teach how to care for them- 
selves and others and how to work with one another. 
That teaching must begin in the early grades. A prac- 
tice as simple as asking young children “use your 
words,” instead of crying, is valuable and effective 
when coupled with activities that help children be- 
gin to understand the effect their words and actions 
can have on other people. 

In the primary grades at New City School, we 
use red chairs as a tool to teach students diplomacy 
and how to work with one another. Any student 
who feels that he has been verbally or physically 
abused or has had his feelings hurt by another child 


can summon the other person to the red chairs. 
There, seated and facing each other, under the direc- 
tion of a teacher at the beginning of the school year, 
students learn to express their feelings and hear oth- 
ers. As they get older, students feel comfortable in 
summoning each other to the red chairs or being 
asked to join someone there without any adult inter- 
vention. Occasionally two children will ask to stay 
inside at recess to sit in the red chairs and work out a 
problem. 

With that sort of preparation and understand- 
ing, the stage is set for older students to treat one an- 
other with care. No, our students are not angels, but 
they have learned to appreciate and respect each 
other, to treat others as they would like to be treated; 
they are sensitive to how their words and actions in- 
fluence others. 

Our efforts to have our students respect one an- 
other are reinforced by our practice of valuing racial, 
ethnic, and socioeconomic diversity. We focus on di- 
versity in all we do, creating numerous entry points 
for discussion: from creating bar graphs with our 
preschoolers to tally their skin color, to taking the 5th 
grade on an overnight trip to the National Civil 
Rights Museum in Memphis. Believing in multiple 
intelligences supports our appreciation for diversity. 
All of this comes together to teach our children that 
every person is worthy of respect and that we can do 
well by doing good. 

While our students have many talents and are 
smart in an array of intelligences, what gives us the 
most pride is when secondary school teachers say to 
us, “The students from New City are good kids, 
really nice to be around.” We cannot, of course, take 
all of the credit for that; clearly, families greatly influ- 
ence students’ growth. But we believe our focus on 
the personal intelligences, coupled with our efforts 
to teach children empathy and respect for others, 
help facilitate the development of what Coles terms 
“moral intelligence.” 
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oF MI 





Children pass through predictable stages of devel- 
opment as they grow, regardless of their culture or 
educational setting. Simply stated, a child must 
crawl before walking and walk before running. A 
child must count before adding and must know let- 
ters and sounds before reading. 

The same developmental perspective that 
helps us understand children’s growth offers in- 
sights about how organizations evolve. In Corporate 
Lifecycles (1988), Ichak Adizes says 


Organizations have lifecycles just as living or- 
ganisms do; they go through the normal strug- 
gles and difficulties accompanying each stage of 
the Organizational Lifecycle and are faced with 
the transitional problems of moving to the next 
phase of development (p. xiii). 


Just as it is important to know the developmen- 
tal phases through which children evolve, under- 
standing the developmental sequence of organ- 
izations can enable us to understand their growth 
and plan accordingly. Adizes says that “knowing 
where the organization [is] in the lifecycle enable[s] 
management to take proactive, preventive meas- 
ures and deal with future problems earlier or avoid 
them altogether” (p. xiii). In The Fifth Discipline 
(1990), Peter Senge makes a similar comment, say- 
ing that recognizing the kinds of structures that 


52 


THE PHASES 


IMPLEMENTATION 


recur again and again in organizations is a 
fundamental component of systems thinking. 


Crooked Paths and Dead Ends 


While a developmental lens is helpful in under- 
standing any school’s evolution, it is even more 
valuable when looking at schools experiencing the 
inevitable and significant changes that are part of 
becoming an MI school. Because the MI movement 
is a relatively new one and because there is no one 
formula for applying MI, the path to implementa- 
tion will be crooked—and it will occasionally lead 
to dead ends. 


New City School’s Roadblocks 


After 12 years of implementing MI, we still find 
ourselves progressing down crooked paths and 
running into dead ends. As difficult and dishearten- 
ing as this can be, it isn’t a negative experience. 
Rather, as the developmental model suggests, these 
frustrations are necessary steps in our progression. 
A crooked path might best describe our use of 
portfolios. We have had a Portfolio Committee for 
years and have spent a great deal of time trying to 
use portfolios as a tool to help us document, under- 
stand, and assess student growth. We keep portfo- 
lios for students at every grade level and have a 
popular Portfolio Night in the spring (see Chapter 
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4), yet we are far from having a portfolio culture. Af- 
ter more than a decade, we still seem to view portfo- 
lios more as a collection of student artifacts than as 
tools that offer insights into student growth. We 
need to continue work on how we view and use 
portfolios. 

Similarly, as hard as we work at parent educa- 
tion, pursuing it remains a crooked path. Although 
communication with parents has improved over 
the years, we still spend time undoing parent mis- 
perceptions. For example, a few years ago we al- 
tered our schedule and reallocated specialist 
teachers to offer more science time to our upper- 
grade students and more library time to our 
younger students. A parent who was uncomfort- 
able with our use of MI told other parents that real- 
location was done in response to our 6th graders’ 
scoring poorly on a standardized science test. Al- 
though we had not given such a science test, and 
our students do quite well in science, this was a hot 
topic on the soccer sidelines and at the coffee pot in 
the hall. It took months for the canard to die. No 
doubt the rumor gained verisimilitude simply be- 
cause using MI looks so different from a traditional 
approach to education. Even today we occasionally 
hear from parents who question the rigor of MI be- 
cause their child thinks school is fun. 

A very public dead end occurred not long after 
we announced, with great fanfare and hoopla, that 
we would use schoolwide themes to help us imple- 
ment MI. Despite our enthusiasm, the idea was dis- 
missed a few months later (see Chapter 2). And, 
after more than a year of investigating how a child’s 
use of MI in the grade-level classroom could be cap- 
tured by the creation of the MI Profile, the project 
was scrapped. The MI Profile sprung from the belief 
that what you measure is what you value and was 
intended to give an idea of a student’s interest and 
proficiency in all of the intelligences. As originally 
designed, the MI Profile was to be shared with 
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parents and facilitate and support classroom teach- 
ers’ use of the intelligences. 

Despite the fact that the MI Profile was created 
by a faculty committee, reviewed and modified by 
the remainder of the faculty, and included in our 
faculty’s first book, we had problems. Just before 
we were to use the Profile, a group of teachers came 
to me, including some who had helped design it, 
and told me that they would be uncomfortable us- 
ing it. Some teachers did not feel they could assess 
children in every intelligence, particularly those in 
which they themselves were not strong. Although it 
pained me to do so, I knew that I needed to respond 
to the teachers’ concerns. Despite the scores of 
hours that were spent in preparation and despite 
my personal misgivings, the MI Profile was put 
aside. Ihope some day to pull it from the ashes and 
have the faculty reconsider its use. 

The MI Profile experience illustrates why we 
need to consider the strain that pursuing MI can 
have on a faculty. We must be realistic and accept 
the fact that implementing MI requires significant 
changes in the behavior of both teachers and ad- 
ministrators. Teachers who use MI move from be- 
ing mere conveyers of information to acting as the 
professionals who develop curriculum, create as- 
sessment tools, work collegially with peers, and 
form new relationships with their students’ parents. 
Administrators who support using MI must look 
differently at how lessons are designed and taught 
and how student achievement is measured and re- 
ported to parents. 

These changes take their toll, even though they 
increase student achievement. At a minimum, more 
time and more energy are required from the faculty. 
William Bridges (1991), talking about good changes 
in Managing Transitions says, “The failure to identify 
and be ready for the endings and losses that change 
produces is the largest single problem that organi- 
zations in transition encounter” (p. 5). “Adaptabil- 
ity to change,” says Warren Bennis (1997), “becomes 
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the most important determinant of survival” 
(p. 217). Understanding the phases of MI imple- 
mentation can help staff more quickly adapt and 
identify necessary changes. 


Phases of MI Implementation 


Recognizing the phases through which a school— 
or more specifically, a faculty—will pass doesn’t 
mean that the crooked paths or dead ends can or 
should be totally avoided. Anticipating and recog- 
nizing the phases simply enables planning to take 
place; realizing that there are some predictable ebbs 
and flows in the progress toward MI can be reassur- 
ing. “Because the stages in an organizations lifecy- 
cle are predictable and repetitive, knowing where 
the organization [is] in the lifecycle enables man- 
agement to take proactive, preventive measures 
and deal with future problems earlier or avoid them 
altogether” (Adizes, 1988, p. xiv). Avoiding prob- 
lems altogether is not likely; however by anticipat- 
ing the MI phases through which a school will pass, 
we can fortify ourselves for a bumpy journey and 
take steps to smooth the way. 

All schools pass through certain sequential 
phases when implementing MI. The phases, out- 
lined in Figure 7.1, are the same whether you are 
starting from scratch to build a new school, offi- 
cially converting an extant school, or gently moving 
a school to focus more on MI. Variations in context 
means that some issues will be more significant to 
some schools than others, but the phases are more 
alike than different. 


Phase 1: Awareness 


Awareness is the beginning phase, when there is ei- 
ther a realization that something is lacking in a 
school or a vision that MI might be a tool to make a 
good school even better. As educators learn about 
MI, they often feel that it makes sense because it 
gives them more tools to use in reaching students. 
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In some cases, educators recognize how MI would 
have helped them in their own education. The 
awareness phase is characterized by 


® a recognition that texts and established cur- 
riculums are lacking or restrictive, 

° a feeling that the status quo is not addressing 
all students needs, and 

¢ a realization that MI is a way to personalize 
learning. 


The pursuit of MI can be initiated by teachers or 
administrators; rarely do parents initiate the effort. 


Phase 2: Exploration 


In the exploration phase, MI is actively investigated, 
typically by a small group of faculty members 
(sometimes with parent involvement). The group 
usually begins by reading and talking about MI and 
how it might work in their school. Good books for 
these groups to begin with are Frames of Mind 
(Gardner, 1985) and Multiple Intelligences In the 
Classroom (Armstrong, 1994). The decision to use MI 
schoolwide has not taken place, so efforts are made 
to inform other faculty members and garner their 
support. The exploration phase is characterized by 


° lots of reading and talking about MI, sharing 
of books and articles, 

* experimentation with one or two “new” intel- 
ligences in selected lessons, 

° reactions of excitement (although those teach- 
ers not actively involved may respond with “yes, 
boitss«') and 

® a recognition that it is important to have eve- 
ryone’s support as the pursuit continues. 


Questions invariably arise about how MI is dif- 
ferent from learning styles, 4-MAT, and other edu- 
cational practices. Until teachers use MI and 
experience its success, some are likely to view MI as 
just another fad. 
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FIGURE 7.1 


The Phases of MI Implementation 





PHASE 


CHARACTERISTICS 


TEACHER BEHAVIORS 





1. Awareness 


questioning the status quo and dissatis- 
faction with the “traditional approach” 
to education; a recognition that there 
must be a better way to educate stu- 
dents 


identifying students who are bored or 
who are not challenged, allowing les- 
sons to be text driven, eager to find 
new ways to reach kids 





2. Exploration 


reading and learning about Ml, a nucleus 
of faculty members meeting regularly to 
pursue the idea of bringing MI to the 
school 


thinking and talking about how faculty 
roles and instruction would change from 
using MI, consciously using a “new” 
intelligence 








children, Ml is used regularly, signs and 
graphics throughout the school extol its 
virtues 


3. Courtship visiting or communicating with schools _| experimenting with Ml, trading ideas 
using MI, generating interest among and strategies with others, focus on Ml 
the rest of the faculty, initial attempts | in staff development, seeing more stu- 
at informing parents and other stake- dents succeed 
holders 

4. Full-Speed most of the faculty begins to use Ml, assessment and reporting practices be- 

Ahead parents understand how Ml helps their gin to change, much enthusiasm as 


teachers work collaboratively in many 
different directions 





5. Roadblocks 


internal or external obstacles are en- 
countered, there are questions about 
the merits of MI and how it can be used 
to help students 


feelings of frustration or defensiveness 
can occur, possibility that faculty di- 
vides into pro- and anti-MIl camps 





6. Regrouping 


reflection leads to a commitment to MI 
based on both the gains and costs asso- 
ciated with its use, a realization that 
using MI doesn’t solve all problems 


the pace slows, more focus on reflec- 
tion and refinement of MI practices, a 
push toward understanding 





7. An MI School; 
An MI Learning 
Community 








MI affects all areas of the school: cur- 
riculum, instruction, assessment, rela- 
tions among faculty and with parents; 
a recognition that the journey has as 
much value as the destination 





engagement in all aspects of curricu- 
lum, pedagogy, and assessment, work- 
ing as colleagues, a recognition that 
becoming an MI school will always be a 
work in progress 
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Phase 3: Courtship 


During the courtship phase, many teachers become 
comfortable with the tenets of MI theory and its ap- 
plication and begin to use it in their classrooms. 
Staff clarify what MI entails and discuss the impli- 
cations for students and faculty. Administrators and 
teachers agree that MI has the potential to reach 
more students, and the theory is shared with par- 
ents and the larger community. The courtship phase 
includes 


¢ anevaluation of how present practices would 
work with a MI approach; 

¢ efforts to look to others for guidance and in- 
spiration (e.g., corresponding and visiting with 
other schools that are using MI); 

¢ a focus on using MI in instruction, with stu- 
dents responding positively; 

e the use of MI at different levels schoolwide 
(largely depending on teacher enthusiasm); and 

¢ efforts to answer questions from parents and 
the community about the value of MI. 


In this phase, teachers often overuse MI, trying 
to fit too many intelligences into a particular lesson 
or even trying to use all the intelligences in every 
lesson. Teachers feel a real sense of excitement and 
empowerment, as using MI frees them from text- 
books and taps into their creativity. MI is often seen 
as a goal in itself, rather than as a tool for improving 
student achievement. 


Phase 4: Full-Speed Ahead 


At this point, there is general recognition that the 
school is an “MI School.” Faculty members are en- 
thusiastic and parents begin to understand how us- 
ing MI will help their children. Teachers and 
administrators begin to explore how using MI can 
and should affect other parts of their program. The 
full-speed ahead phase is characterized by 


e the regular use of MI by all (or almost all) fac- 
ulty, 
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e the acceptance of MI by parents and commu- 
nity, 

high-energy efforts to try to do everything at 
once, 

° increased sharing of ideas among faculty, as 
working relationships change, and 

e an understanding that student assessment 
and communication with parents must change if MI 
is to be effective. 


Excitement and satisfaction pervade the school. 
Staff are using MI in a variety of ways and devoting 
great energy to looking at all aspects of the school. 
As each innovation and success increases expecta- 
tions for the future, some teachers begin to wonder 
when the pace will let up. 


Phase 5: Roadblocks 


Success has set the stage for some frustration. 
Crooked roads and dead ends begin to appear as 
wonderfully creative ideas meet pragmatic realities. 
Part of the difficulty is that there are so many things 
that seem to need to be addressed, seemingly all at 
once. The roadblocks phase is characterized by 


e staff changes, either through natural causes 
(retirement, maternity leave, relocation) or because 
some teachers desire a more traditional setting; 

ea press for traditional accountability as 
some teachers and parents question the use of MI; 

° teacher concerns about what using MI 
means for curriculum continuity; and 

¢ some faculty dissension, as increased dialogue 
has highlighted areas where disagreements exist. 


The challenges of this phase require particu- 
larly strong administrative vision and leadership. 
Without a strong principal and without strong lead- 
ership from within the faculty, the school can de- 
volve into factions that disagree on the merits of MI 
and how much time its implementation requires. 
As new staff join the faculty, special attention needs 
to be given to orientation, training, and support. 
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Phase 6: Regrouping 


A tealistic view of both what is possible and how 
long it will take to accomplish that goal is the result 
of many dialogues among faculty members. During 
the phase called regrouping, MI has a powerful in- 
fluence on thinking and how educational issues are 
framed, but it is not seen as a panacea. MI is viewed 
as a tool, rather than a goal. Instead of focusing on 
creating new ways to use MI, faculty members give 
more time to evaluating and refining the MI strate- 
gies that they are already using. Regrouping is char- 
acterized by 


e sustained experience with MI, which 
means that teachers can identify students who have 
flourished using MI; 

e¢ an emphasis on prioritizing and focus- 
ing efforts, realizing that everything can’t be done at 
once; and 

e efforts to establish support systems and 
ongoing staff development, as everyone recognizes 
that faculty members are at different levels in imple- 
menting MI. 


The highs associated with implementing MI are 
long gone. The faculty has enough experience with 
MI to appreciate its benefits and costs. How to 
maintain the momentum for MI while prioritizing 
and focusing becomes the challenge for the school 
leadership. 


Phase 7: The MI Learning Community 


In this phase, MI is an integral part of the school, 
transcending individual personalities. It is em- 
braced by educators, students, and parents as a tool 
that helps identify and nurture student strengths 
while advancing student growth in traditional aca- 
demic areas. The learning community phase is char- 
acterized by 


¢ more students succeeding; 
e the acceptance of MI as a tool for accom- 
plishing educational goals; 
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e the blending of MI into the school cul- 
ture (e.g., in faculty discussions, wall and hall deco- 
rations, and notes home to parents); 

e the use of MI to motivate students to 
learn and teachers to teach; 

e the use of assessment tools and_ tech- 
niques that focus on understanding, not just rote 
memorization and recitation; 

e the use of MI in faculty hiring, teacher 
evaluation, and staff development efforts; and 

® parent and community support for MI 
and widespread understanding of how its use can 
help students and teachers grow. 


Despite the gains made with MI, a school using 
MI will always be a work in progress; the becoming 
is never finished! That is, teachers will continue to 
reflect on how MI is used and search for better 
ways. Although all schools are works in progress, 
the pace of change may be faster at an MI school be- 
cause curriculum and assessment are so teacher- 
driven. Experience and effort yield success and new 
ways of using MI to help students learn, but this 
process will also plant the seeds for higher aspira- 
tions. Consequently, given enough time and 
enough progress, a school that reaches the learning 
community phase will probably recycle back to 
roadblocks and travel the last few phases again. 
Here, too, strong administrative leadership is re- 
quired to help the faculty balance worthy goals ver- 
sus pragmatic realities. 

My comments about schools passing and mov- 
ing through phases notwithstanding, the reality is 
that schools don’t move at all. It is the teachers and 
administrators working together who move through 
the phases. And given the vagaries of human na- 
ture, we all move a bit differently. Dealing with 
these differences is part of the leadership challenge. 


How to Survive and Thrive 


The path to MI implementation is not always easy. 
Yet surviving—indeed, thriving—is possible! We 
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can start by recognizing that there are phases to MI 
implementation, that the path is not always wide 
and downhill, and that obstacles and setbacks are 
inevitable. Beyond that, three factors greatly in- 
crease the likelihood that teachers will thrive while 
wading into MI waters: 


1. The faculty must maintain a commitment to stu- 
dents; they must be doing MI for the right reasons. Un- 
der the best of circumstances, implementing MI 
requires additional time, energy, and creativity from 
teachers. Pursuing MI because it is fashionable or 
because it is mandated almost surely guarantees 
frustration, if not failure. The right reason—indeed 
the only reason—to bring MI into the classroom is 
to enable all students to learn more, to reach their 
potential. A commitment to students not only en- 
sures that students will be the center of our efforts, 
as they should be, but it keeps MI in perspective. By 
focusing on students, we are reminded that MI is a 
tool, not an end in itself. The bottom line must be 
“Do students benefit?” 

2. Teachers are far more likely to thrive when they 
have the support of their peers, when they work and learn 
as colleagues. Teaching can be a lonely road, but 
when teachers make time to bounce ideas off col- 
leagues, revel in their successes, and groan together 
over their mistakes, the journey is much more 
pleasant and the energy level higher. 

3. Teachers must have the support of the administra- 
tion. In every school setting teachers need adminis- 
trators who trust and respect them and who 
understand the pull of the often conflicting respon- 
sibilities that adults have in their lives. Administra- 
tors need to remember that teacher creativity is tied 
to trust, and teacher efforts are related to apprecia- 
tion. It’s essential that administrators walk with 
teachers on the MI journey. 


Staff Development 


As teachers and administrators pass through the MI 
phases, the need for faculty development and 
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growth is enormous and ongoing. Staff develop- 
ment activities are important, but they are only a be- 
ginning, at least as staff development activities have 
typically been fashioned. Although there is merit in 
an outsider sharing experiences for a morning or a 
day with a faculty, that is only the beginning. 

What is far more powerful is to establish a cul- 
ture that encourages faculty learning. In working 
with MI, teachers need to do more than learn a new 
curriculum or a new way to measure student 
growth. Pursuing MI can become a vehicle for them 
to learn with and from colleagues, to be part of an 
enterprise that continually seeks information and 
reflects on whether there is a better way to meet stu- 
dent needs. Staff development strategies “should 
explicitly concentrate on the dual goals of imple- 
menting a project successfully and influencing the 
collegial climate of the school as an organization” 
(Fullan, 1990, p. 12). 

At New City, we address staff development 
needs throughout the year. We begin during 
August inservice training, which is typically seven 
days, often including an overnight retreat, and con- 
tinue on the two inservice training days held during 
the school year. The work of our faculty committees 
also pursues staff development needs during the 
year. 


Inservice Training 


All of our staff development efforts are valuable, 
but the August inservice training is especially im- 
portant because it offers a continuous period for ad- 
dressing complex issues. Plus, what is done in 
August helps set the tone for the school year. De- 
spite the luxury of a week to work together before 
students arrive and the school year officially begins, 
this time is busy. In addition to getting rooms ready, 
obtaining supplies, and preparing records, we al- 
ways focus on various aspects of our MI implemen- 
tation. What to teach, how to teach it, and how to 
measure what students have learned (curriculum, 
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pedagogy, and assessment) are always discussed. 

Recently we spent three half-days in August on 
curriculum mapping. We started the process the 
previous spring by having all grade-level teams 
identify the skills and concepts they were teaching 
in social studies. These curriculum maps were 
shared with the entire faculty as we all looked for 
gaps and redundancies and then compared our cur- 
riculum to sets of social studies standards. After this 
analysis, we talked in grade-level groups about 
how MI can be used in our instruction and how we 
can record and assess students’ progress. 

We have also used our August inservice train- 
ing to talk about what should be included in our 
students’ portfolios and how to best use our linguis- 
tic and logical-mathematical rubrics. For several 
years we have spent some time on the concept of 
genuine understanding (students using skills and 
information in new and novel ways), and working 
on how teachers could teach for this goal and how it 
could be communicated to parents. We have also 
developed “throughlines” for each grade. Through- 
lines are “goals which identify the concepts, pro- 
cesses, and skills about which we want students to 
develop understanding” (Blythe, 1998). We deter- 
mined how throughlines can be supported by our 
use of MI. In addition, teachers from adjacent 
grades always meet and share information about 
students; ona few occasions we have used students’ 
portfolios as aids. The portfolio discussions invaria- 
bly lead to reflections on how we use portfolios as 
well as observations about the individual students. 

Although the two inservice training days held 
during the school year (one in the fall and one in the 
spring) are isolated, they allow us to reinforce im- 
portant themes or to address needs identified since 
August. One year, for example, several teachers 
from different grades individually expressed con- 
cerns about students who were having difficulties. 
It was clear to me that these teachers shared some 
common concerns. As a result, I began inservice 
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training by asking teachers to think of the three stu- 
dents in their classrooms who were struggling the 
most as well as the three students who caused them 
the most frustration. I then asked teammates, those 
teaching the same grade level, to see if they had 
identified the same students. Then I had teachers 
identify the intelligences in which these students 
were the strongest and the weakest, looking for pat- 
terns. Not surprisingly, at the risk of generalizing, 
we found that the students who struggle the most 
are those who are weakest in the scholastic intelli- 
gences. Those who are the most frustrating to teach- 
ers are those who are the weakest in the personal 
intelligences. From there, we revisited the role of the 
nonscholastic intelligences in helping kids learn, 
though we’d been focusing on those intelligences 
for years. 


Faculty Committees 


Faculty committees are the primary engine for our 
staff development efforts. They operate a bit differ- 
ently from inservice training because the focus is 
narrower and the time line longer. We have had 
committees review our assessment techniques, 
share ideas about incorporating MI in instruction, 
map our social studies curriculum (continuing 
work from our August inservice training), and 
search for ways to support our valuing of racial and 
socioeconomic diversity throughout our curricu- 
lum. These committees can take credit for creating 
the format for our progress reports, initiating Intake 
Conferences and Portfolio Nights, and developing 
rubrics for the linguistic and logical-mathematical 
intelligences. When we created the first page of our 
progress report, which focuses exclusively on the 
personal intelligences, a faculty committee devel- 
oped a handbook for new teachers, to help them ad- 
dress these intelligences. While the nature of the 
focus and activity varies, depending on the commit- 
tee, in every case faculty members—teachers and 
administrators working together—are refining 
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efforts and seeking new ways to help students 
learn. Senge’s comment about the learning organi- 
zation applies: 


Real learning gets at the heart of what it means 
to be human. Through learning we re-create 
ourselves. Through learning we re-perceive the 
world and our relationship to it. Through learn- 
ing we extend our capacity to create, to be part 
of the generative process of life (1990, p. 14). 


Aspects of the MI Phases 


The growth of children through developmental 
stages is never as clear or steady as we might think. 
The same holds true for the phases of MI implemen- 
tation. Depending upon a host of variables—rang- 
ing from the quality, open-mindedness, and 
stability of the faculty to political support and com- 
munity context—some phases will take far longer 
to pass through than others. And realistically, some 
schools may be “stuck” in a phase for a period of 
time. That’s where leadership comes in. 

The principal’s job is not to make teachers 
happy. Rather, it is to create a climate in which 
teachers are supported and challenged, one in 
which they can learn and grow. If that takes place, 
students will learn and the teachers will be happy. 

The role of the principal is to lead, to work with 
faculty members to reach consensus, to anticipate 
the crooked paths and dead ends so they can be 
avoided or passed through with as little pain and 
wasted energy as possible. The days of hierarchical 
bosses who used titles and coercion to mandate 
change are gone. Particularly in an MI school, a 
school fueled by teacher creativity and commit- 
ment, the leader must be a visionary and a listener. 
A leader’s job is to take you where you weren't sure 
you wanted to go and to allow and help you be 
happy once you’ve arrived. Understanding and 
recognizing the phases of MI implementation can 
help leaders do just that. 
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Faculty Support and Receptivity 


Implementing any sort of change always means 
walking a fine line between what is desired and 
what is realistic. At New City School we are aware 
that we often make compromises due to limited fi- 
nancial resources. As a result, when we have ideas, 
we put them on a list of what we want and then 
compare the costs to how much we can spend. We 
establish priorities, which reflect that we cannot af- 
ford everything we desire. The process is often 
painful but we understand financial limitations and 
make conscious decisions. 

Just as often, without realizing it, we walk the 
same fine line between what is best and what is pos- 
sible in other areas. This happens when the re- 
sources that can be allocated are not dollars but 
faculty support and receptivity. For example, just as 
we recognize that the ideal is 1 computer per stu- 
dent, we know that we can afford only 3 computers 
for 28 students. We also recognize that while it 
would be ideal for a student’s portfolio to contain 
several examples of each of the multiple intelli- 
gences each year, that ideal isn’t feasible either. 
Given our teachers’ available time and energy, in- 
cluding a minimum of one item reflecting each in- 
telligence every year is a more realistic goal. In 
addition, while we believe that it would be best for 
each student to routinely show understanding 
through projects, exhibitions, and portfolios, our 
teachers don’t have the time and energy to achieve 
that goal either. 

Given that we find ways to do those things that 
we truly value, the essential resources are teacher 
support and teacher receptivity. If teachers fully em- 
brace an implementation, the sky is the limit! More 
can be done than was thought possible and setbacks 
are seen as minor obstacles to the goal. If teachers do 
not value the innovation (whether it is MI or some 
other strategy or technique), the cost of implemen- 
tation increases, in part because the perceived value 
is so low. Simply stated, this means that the success 
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of any change effort is a result of the interplay be- 
tween two variables: the perceived quality of the in- 
novation and its acceptance, determined by teacher 
support and teacher receptivity. Judging the poten- 
tial success of an innovation such as MI only on its 
merit, considering its potential without taking into 
consideration how it is received by those imple- 
menting it, is shortsighted. 


For example, the use of portfolios to assess student 
progress is an idea that has great potential and 
merit, but just hasn’t worked at New City School. 
Although we use portfolios at every grade level, 
they are usually a collection of artifacts, that, while 
interesting, are not useful in recording student 
growth and progress. Faculty have not committed 
themselves to using portfolios in a more expansive 
way: the success of the innovation is hampered by 
the lack of teacher acceptance. Leaders need to 
spend considerable energy in the exploration and 
courtship phases to create enthusiasm and engen- 
der support from the faculty. Faculty support cre- 
ates resources that will be spent during the 
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roadblock phase. Without sufficient resources—fac- 
ulty enthusiasm and support—the cost is much 
higher than the gain, and the implementation will 
run aground. 


++ + 


For Faculty Discussion 


1. Other than the phases of MI implementation, in 
what other ways is an organization like an organ- 
ism? What are the implications of these similarities? 
2. Which phase is our school in now? 

3. After identifying our school’s overall phase of im- 
plementation, try to identify where specific compo- 
nents of the school might be. For example, do differ- 
ences exist in progress on curriculum development, 
assessment, and reporting to parents? Are particu- 
lar grades or sections of the school more advanced 
in their use of MI? If the answer is yes to either of 
those questions, why is that? 

4. Now that we are aware of the phases of MI imple- 
mentation, what could we be doing differently? 





When Elizabeth greets the start of summer vacation 
by saying, “I had a great year. I can’t wait until Sep- 
tember!” she is really saying, “I had a great 
teacher!” And when David’s mom says, “I love the 
New City School,” she really means “Every year at 
New City has been good for David. He had a won- 
derful teacher, followed by a superb teacher, and 
then a great teacher.” Each of us can look back on the 
teacher who made a difference for us. We may not 
remember the formal curriculum or what knowl- 
edge or particular set of skills we learned from that 
teacher, but we know that person made a difference 
in our lives. Regardless of how old we were or the 
subject we were studying, we remember how the 
teacher believed in us, held high expectations for us, 
understood us, and cared for us. Indeed, in many 
cases, we chose to become teachers because of the 
influence of that one teacher. 

Clearly, the teacher is the most important factor 
in a child’s education. Good schools are simply 
buildings filled with good teachers, and great 
schools are simply buildings filled with great teach- 
ers. A rich and challenging curriculum helps teach- 
ers become more effective, to be sure. But above all, 
it is the quality of the teachers that makes the differ- 
ence for children. 


Leadership 


All of us—principals, assistant principals, curricu- 
lum developers and specialists, teacher leaders, and 
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university faculty—need to do everything that we 
can to help teachers grow and develop. When 
teachers use MI, their roles change and professional 
growth and development become more important. 
Teachers who work with MI find creative ways to 
develop curriculum and assessment tools. They fo- 
cus on helping students use all their strengths to 
learn how to solve problems and work collabora- 
tively. Rather than working in isolation, these teach- 
ers usually work and learn with others. 


The MI journey is ongoing. As we move forward 
we realize that what appears to be the summit is, in 
fact, just a crest that is followed by another peak be- 
yond the horizon. Gains are almost always accom- 
panied by a desire to do more. The more we know, 
the more we know what we don’t know. The faculty 
moves forward in using MI and then periodically 
slows and retrenches. Then momentum builds and 
the school spurts forward again. 

Of course, a school doesn’t really “spurt.” 
Rather, the people in the organization take stock of 
what they have learned, reflecting on what worked 
and what didn’t, and then they try different ways of 
using MI to help students grow. Constant move- 
ment and growth is invigorating and empowering; 
it is also draining and frustrating. Growth can be 
only sustained in an environment where teacher 
growth is valued and supported by strong leader- 
ship in both words and action. 
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Make New Mistakes 


We realize that children learn best when they con- 
struct knowledge and come to understanding by 
discovering learning in a meaningful way. In con- 
trast to the traditional hierarchical classroom where 
the teacher disseminates knowledge, in a construc- 
tivist classroom learning is typically messier and of- 
ten takes longer. Because the student has 
constructed knowledge, the learning that takes 
place is richer and in a meaningful context. As a re- 
sult, what is learned is more likely to be understood 
and retained. Constructivist classrooms are busy 
places where students are active experiential learn- 
ers, testing hypotheses as they seek understanding. 
Simply put, teaching with a constructivist philoso- 
phy means creating situations for students to learn 
from firsthand experiences, providing opportuni- 
ties for them to have the “Aha!” experience, when 
the light of understanding goes on because they 
have created meaning by discovering an important 
concept or skill. 

The process of learning is no different for 
adults. We also learn best when we are able to con- 
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struct meaning in finding “Aha!” solutions. 


Individuals bring past experiences and beliefs, 
as well as their cultural histories and world 
views, into the process of learning; all of these 
influence how we interact with and interpret 
our encounters with new ideas and events. As 
our personal encounters are mediated with the 
world, we construct and attribute meaning to 
these encounters, building new knowledge in 
the process. This constructive, interpretative 
work is facilitated and deepened when it is un- 
dertaken with others and with reflection.(Lam- 
bert, 1995, p. xii). 


Just as students better understand how an elec- 
trical circuit works if they assemble one (construct- 
ing knowledge), rather than just read about it, 
teachers gain when they construct meaning in their 
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learning. It will be easier, for example, for teachers 
to understand how students can use their logical- 
mathematical intelligence to make a Venn diagram 
to compare stories if they have also done so. Even if 
administrators think they know the “right” way to 
use a particular intelligence in the classroom, even if 
they know the best way to create student portfolios, 
they still need to create opportunities for their 
teachers to come to these understandings. We re- 
spond better to a guideline than an edict, and that is 
no less true when we are learning. Perhaps the best 
way to envision an environment where teachers 
learn and grow constructively is captured by Esther 
Dyson’s (1998) recommendation to “make new mis- 
takes” (p. 346). That is a profound statement, full of 
implications for growth and development: 


e There is nothing wrong with making a 
mistake. It is good to take risks and try new things, 
though you will likely make mistakes in the pro- 
cess. 

e As long as the mistakes are new ones, 
you are learning and growing; make mistakes but 
learn from them so they are not repeated. 

e If teachers are to benefit from making 
new mistakes, they must be allowed time for reflec- 
tion. 


If teachers are to construct knowledge by creat- 
ing meaning, they must be able to reflect on their ex- 
periences. Facilitate reflection by opening a faculty 
meeting with this statement: “Take a few minutes to 
think of something you did this week that didn’t 
work as well as you had hoped. What will you do 
differently next time?” When doing so, it is always 
important to point out, as Dyson suggests, that the 
goal is not to avoid mistakes but rather to learn from 
them so that they are not repeated. 

Making new mistakes is an important part of 
learning constructively. If we want an environment 
where teachers can take risks and learn construc- 
tively, they must be allowed to make new mistakes. 
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Almost by definition, constructivist learning im- 
plies acceptance of missteps, dead-end roads, and 
failures. And, when teachers are implementing MI 
and creating curriculum and developing assess- 
ment tools, it is important for an administrator to 
say that missteps are acceptable, even desirable. 
What matters most, however, is how an administra- 
tor responds to the mistakes. Talking about and en- 
dorsing “make new mistakes” is a good start, but 
actions must follow words. 

When I schedule formal observations with my 
teachers, I sometimes say, “Try something new dur- 
ing this lesson. If it works, great. But if it doesn’t, we 
can talk about what went wrong and how to change 
things in the future.” The expectation is clear: learn- 
ing, not perfection, is the goal. Because risk taking is 
not generally part of the educational culture, this 
message needs to be repeated. 

A powerful way for administrators to help 
teachers take risks and try new things is to publicly 
share mistakes and errors with the faculty. A litany 
of my mistakes would turn this book into a multi- 
volume series, but one example may illustrate my 
point. At New City, the annual goal-setting process 
begins in the fall when teachers are asked to gener- 
ate their professional goals. After drafting the goals, 
each teacher meets with an administrator to talk 
about the appropriateness of the goals and how 
progress will be measured. During the year, my as- 
sistants and I use observations, dialogue, and 
memos to check with teachers on how they are ad- 
dressing their goals. At the end of each year, we re- 
view and discuss the goals with the teachers. We 
typically asked teachers to focus on one, two, or 
three goals. 

A few years ago, I decided that we needed to 
ask each teacher to set five professional goals for the 
year. Teachers were asked to generate one goal to 
show how they would address each of the three 
points in our New City mission statement: academ- 
ics, ambience, and diversity. In addition, teachers 
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would be asked to generate a goal for using MI and 
one for displaying collegiality. My assistants cau- 
tioned me that it was not realistic to have so many 
goals, but I persevered. “All of these are important,” 
I argued. “How can we do any less?” (As you have 
probably already guessed, I confused what was de- 
sirable with what was feasible.) 

No sooner had the memo gone to teachers than 
the discussion began. Five was definitely too many 
goals! As the year progressed and dialogue contin- 
ued, it became clearer that this ambitious approach 
simply wasn’t feasible. Thinking about five goals 
caused many teachers to diffuse their efforts. In 
mid-January I shared the realization that five goals 
was too many and apologized for being unrealistic. 
Subsequently, each time we met with teachers 
about the progress they were making toward their 
goals, I made a point of noting that five was an un- 
realistic number and asked “What should we really 
focus on?” (Because everyone had already gener- 
ated five goals and begun to work toward them, de- 
leting some goals in the middle of the year didn’t 
seem like a good idea.) The following year I made a 
point, again, of taking responsibility for the previ- 
ous year’s error. This time we asked teachers to gen- 
erate one professional goal for technology along 
with a team goal, generated in collaboration with 
their teammates. (All members of the teaching team 
must agree to the same team goal, one that focuses 
on their working relationships and ability to work 
as a team.) 

The point is a simple but powerful one: actions 
speak louder than words. As William Bridges 
(1991), author of Managing Transitions, says, “Lead- 
ers send many more messages than they realize or 
intend to. Unless the leader is modeling the behav- 
ior that he or she is seeking to develop in others, 
things aren’t likely to change very much” (p. 14). 
The teachers knew that I was trying new strategies 
and that I wasn’t always successful either. They 
could see that I was making new mistakes. Teachers 
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must know that we will support them in their suc- 
cesses and their failures. 


What You Measure Is What You Value 


The relationship between measurement and value 
holds true for students (see Chapter 4), and adults. 
All of us work to do well on the issues on which we 
will be evaluated. If there is a disparity between 
what is said to be important and what is actually 
measured, we respond to what is measured. 

Years and schools ago, when I first became a 
principal, I was told that I had two priorities: stu- 
dent academic achievement and teacher develop- 
ment. Academics were the highest priority and I 
would be evaluated on how well my students per- 
formed on standardized tests. Strong staff supervi- 
sion was also essential and this, too, would factor 
into how I would be judged. (I didn’t necessarily 
agree with the emphasis on standardized tests but 
as long as I knew the rules, I figured that I would be 
OK.) 

Imagine my surprise, then, when for the first 
three months of school, the topic most discussed by 
the district supervisors in the central office seemed 
to be whether any parents complained to them. If a 
parent called the district to complain or even to ask 
a question, the principal of that child’s school heard 
about it quickly, loudly, and often. If no one called or 
wrote to express unhappiness, the principal was 
presumably doing a good job. If there was an upset 
parent, even one, the principal was doing some- 
thing wrong. Beyond parent concerns, all the cen- 
tral office staff ever asked me about was whether 
my reports and forms were going to be turned in on 
time. There was no discussion of teacher develop- 
ment and little time was spent on student achieve- 
ment. 

Ialso recall that each principal had to produce a 
lengthy school-based action plan based on the dis- 
trict’s objectives. Once the action plan was submit- 
ted, however, little attention was given to it. In fact, 
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it seemed that the timeliness of the report was more 
important than its contents. Principals shared tips 
about where and how to have the documents 
quickly copied, but not what might be written on 
the pages. Similarly, despite the rhetoric about my 
focusing on teacher supervision, no one from the 
central office asked me how often—or even if—I 
was observing teachers. Yet principals were re- 
quired to give every teacher a written evaluation in 
February. By the end of February all of the evalua- 
tions were written, signed by the teachers and me, 
and submitted to the central office before any of my 
supervisors bothered to look at what I had written. 
And while standardized test scores were impor- 
tant—they occupied almost all of the dialogue in 
the district during the spring—it was clear to me 
that the supervisors viewed late reports and com- 
plaints from parents as their most serious concerns. 

Consequently, as I look back upon my experi- 
ence, keeping parents’ complaints to a minimum 
and submitting reports in a timely manner became 
a major focus of my efforts. In fact, our students did 
achieve and our teachers did grow, but they did so 
almost in spite of the central office, not because the 
staff actively supported them. The actions of the su- 
perintendent and the deputies spoke far louder 
than their words about what was really valued. 

In MI schools, teachers need to know that the 
focus is on providing opportunities for students to 
use all of the intelligences in the classroom. How 
this understanding is communicated—whether it 
emanates from a professional goal, as described 
above, or is simply discussed in faculty meetings or 
sought in observations—is less important than en- 
suring that teachers know what the school values 
and what they will be evaluated on. If, for example, 
teachers know that their evaluations will be based, 
in part, on how well they incorporate the multiple 
intelligences in their classrooms, they will work 
more diligently to ensure that this takes place. I am 
not suggesting that implementing MI should be the 
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only criterion on which teachers are evaluated. If 
using MI is valued, however, this needs to be re- 
flected in the messages given to teachers. 


The Principal’s Job 


All of us like to be liked and all of us want to work in 
an environment where congeniality (distinct from 
collegiality) is the norm. The principal is in a unique 
position, controlling scarce resources and offering 
both official approval and sanction, to affect how 
people feel about where they work. Thus it is easy 
to fall prey to the idea that the principal's job is to 
make teachers happy, and that a happy faculty 
means a good school. Presumably, a happy teacher 
performs better than an unhappy teacher. But fo- 
cusing on making everyone happy is an invitation 
to disaster. 

Inevitably, running a school involves making 
choices, decisions that will likely leave someone un- 
happy. The times when a decision is a win-win for 
all, when everyone is in agreement and supportive 
are too rare. The frequency of win-win decisions can 
be increased by soliciting input from the relevant in- 
dividuals, taking all of the variables into considera- 
tion, and making fair and consistent decisions. Even 
then, however, a degree of conflict is inevitable. 
Whether allocating scarce resources or making per- 
sonnel decisions, the principal will make some peo- 
ple unhappy. Happiness cannot be the goal; it must 
be a by-product. The principal's job is to create an 
environment where children and adults learn and 
grow. If teachers are growing and learning, their 
chances of being happy will increase. 

Inherent in the quest for the new, of course, is a 
rejection of the old. And so begins the process of 
making choices that often sets one camp against an- 
other. Advocates of the old way of teaching can feel 
criticized and rejected, especially if extra re- 
sources—including time and attention—are given 
to teachers who are pursuing MI. Making choices 
doesn’t mean being insensitive to people’s feelings. 


66 


A principal can—and should—appreciate the dif- 
ferent ways teachers approach curriculum and in- 
struction, respect individuality, and be cognizant of 
the different stages teachers are at in their personal 
lives. Nevertheless, the principal’s job is to take a 
stand and make decisions based on what is good for 
the students. 

Although not every solution will make every- 
one happy, some conflicts can be avoided or amelio- 
rated by soliciting opinions in a way that brings 
people on board. Decisions made in isolation, even 
informed or good decisions, are not as strong as 
those that have been discussed with others. Discus- 
sions must be conducted in a way that lets teachers 
know they are being asked to contribute ideas, not 
make a decision. Seeking ideas from the staff not 
only generally improves the quality of the decision, 
it almost always increases its acceptability. 

Perhaps the most difficult decision a principal 
must make is when to let a bad teacher go. We 
should not allow poor teachers to remain in our 
schools. We wouldn’t go to a mediocre dentist or to 
a car mechanic who was barely adequate, so why 
should we ask parents to trust their children to 
teachers who continue to perform less than 
adequately? Almost all educators would agree with 
this statement, yet whenever someone is dismissed 
or a contract is not renewed, many faculty members 
seem to close ranks and identify with the teacher 
who was let go, even if they complained about the 
individual the previous week! 

To some degree this sort of unquestioning sup- 
port comes from normal human compassion and 
empathy, but it is also endemic in a profession in 
which such actions are all too rare. The seeming 
subjectivity of the teacher evaluation process, rein- 
forced by the need for confidentiality to protect both 
the employee’s and employer’s rights, means that 
much of the information on which decisions are 
made must be unknown to the public. Privacy has 
the potential to create professional paranoia among 
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the faculty. Despite how well they perform, their 
positive relationship with the principal, or their ten- 
ure status, some teachers are prone to ask “Am I 
next?” The happiness scale in any school drops 
when hard decisions are made, even when they af- 
fect the worst teachers in the building. 

Regardless of how clear and easy these kinds of 
decisions are in the abstract, they are hard decisions 
to make and stand by. And having made one such 
decision, it is even harder to make another, knowing 
what is ahead. If a principal is guided by happiness 
as a goal, decisions are made based on what is easy 
and what is least likely to upset the organizational 
applecart. Although such decisions may make life 
easier for many, the students lose. By focusing on 
creating an environment where everyone grows, 
students and teachers will be successful and happi- 
ness will come. 


Perception Is Reality 


All of us act on our perceptions; we respond to the 
reality that we define and see. That should be obvi- 
ous. What is less obvious to many of us, however, is 
that others’ perceptions are not the same as ours. All 
too often these differences, sometimes very logically 
based differences, do not surface until they are part 
of a disagreement. By then, what started as small 
misunderstandings or predictable differences have 
become entrenched positions and major conflicts. 

This is not to suggest that people should not 
hold different perceptions or that the goal should be 
for everyone to see everything the same way. There 
is a special richness that comes from the under- 
standing and consensus derived from an exchange 
of disparate opinions. Whatever the outcome or 
product that is fashioned, it will be stronger if the 
process took into consideration a variety of percep- 
tions. 

Sometimes the different perceptions are obvi- 
ous from the beginning, as when people have op- 
posing values or beliefs. Even people who share the 
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same basic educational philosophy may have radi- 
cally different perceptions. There are many reasons 
why this is so. In part, our background and culture 
influence how we view situations and what opin- 
ions we hold on issues. Surfacing these differences 
and finding common ground is a much stronger ap- 
proach than pretending that they do not exist. As 
society and our work environments become more 
racially, ethnically, culturally, and socioeconomi- 
cally diverse, we must learn to anticipate differ- 
ences and handle them in a positive manner. 

We should also expect people to look differ- 
ently at issues as a result of the job they hold. While 
teachers and principals all want students to suc- 
ceed, they are likely to have different opinions 
about the need of the principal to play the role of a 
strong school disciplinarian or the need for teachers 
to submit weekly lesson plans. Teachers may want 
the former and principals the latter! 

Years ago, when I was teaching, I remember 
dreading December because I knew that my class 
would need an inordinately large amount of prepa- 
ration for their role in the evening holiday show. 
Sure, the kids enjoyed it and parents looked for- 
ward to the evening, but I felt as if the preparation 
was detracting from time I wanted to spend more 
productively, focusing on the 3 Rs. As a result, I did 
what was necessary and no more. (It embarrasses 
me to admit that I did not then see how the holiday 
show could play into my students’ strengths and 
help them grow. My only defense is that this was 
long before the concept of MI was recognized!) 

Then I became a principal in another school dis- 
trict. I remember eagerly looking forward to the 
holiday program. I saw it as a positive way to bring 
parents into the school. But the faculty was far less 
enthusiastic! Their attitude puzzled me and for a 
nanosecond I wondered, “Why don’t these teachers 
understand?” Then it dawned on me that I had held 
exactly that view a couple years earlier. Each posi- 
tion has some merit in this example; each was a 
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function of the occupational roles people play, 
which powerfully influence how they perceive the 
same situation. 

Similarly, my ill-fated attempt to introduce the 
MI Profile (see Chapter 7) manifested this same di- 
lemma at New City School. In the minds of teach- 
ers, they were going to be asked to identify a 
student’s level of proficiency in each of the intelli- 
gences. They naturally felt accountable, even 
for—especially for—the intelligences in which they 
held little or no expertise. In my mind, using the MI 
Profile was a way to help teachers use the intelli- 
gences and monitor student progress. Because I was 
not holding conferences with parents, I did not feel 
the same level of accountability—and vulnerabil- 
ity—that the teachers did. 

People act on their perceptions; thus, it is im- 
portant that perceptions be shared. Otherwise, we 
too easily assume that everyone is on the same 
page—until things go awry and communication 
breaks down. Once people stop communicating, 
distrust grows and people begin to attribute nega- 
tive motives to one another. At best, inefficiency re- 
sults. At worst, communication breaks down and 
relationships dissolve. People see those who do not 
share their views as adversaries. 

What can be done? It is important to legitimize 
the natural and appropriate differences and percep- 
tions that exist by creating an environment where 
all opinions are valued and respected. I have found 
the extensive use of surveys to be helpful in this 
process. I periodically survey faculty members and 
parents to see how they view certain issues. The 
data from the surveys serve as my reality check, al- 
lowing me to see how others perceive issues. New 
City parents are sent surveys (through the mail with 
a stamped, self-addressed envelope enclosed) when 
they first enroll their children at New City and 
again each spring. An example of the spring parent 
survey is shown in Appendix D. At times I have 
sent surveys that focus on particular issues or 
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events (e.g., after parent-teacher conferences, Port- 
folio Night, and our progress report). 

I periodically survey the faculty to ask for their 
opinions and perceptions. Each spring I ask them to 
give feedback to me and my assistants, letting us 
know how we are doing our jobs. Here again, it is 
important that I know their perceptions of the 
school and our performance. Although it isn’t al- 
ways easy to hear what is said, it is important that I 
listen. 

Finally, my favorite example of how percep- 
tions differ—in this case how we see ourselves as 
radically different from how others see us (and real- 
ity)—comes from In Search of Excellence (Peters & 
Waterman Jr., 1982): 


Ina recent psychological study, when a random 
sample of male adults were asked to rank them- 
selves on “the ability to get along with others,” 
all subjects, 100%, put themselves in the top 
one-half of the population. Sixty percent put 
themselves in the top 10% of the population, 
and a full 25% ever so humbly thought that they 
were in the top 1% of the population. 

Ina parallel finding, 70% rated themselves 
in the top quartile, top one-fourth, in leadership; 
only 2% felt that they were below-average as 
leaders. 

Finally, in an area where self-deception 
should be hard, for most males at least, 60% said 
that they were in the top quartile, top one- 
fourth, in athletic ability; only 6% said they were 
below average. 


Until I read that, I had thought I was athletic. 


Your Decisions, My Decisions, 

Our Decisions 

More and more we learn that teams are more pro- 
ductive than individuals, that collaboration is the 
name of the game. Today every manager worth her 
salt believes that employees should be empowered, 
knows that decision making is best when it is 
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shared, and understands that a productive work 
setting is one where ideas are solicited from all lev- 
els of the hierarchy. These guiding principles are no 
less true in schools. 

In schools that value collaboration, teachers are 
more likely to feel a sense of ownership about their 
jobs. They offer suggestions and try to become part 
of the solution. That is the good news. The bad news 
is that this kind of employee involvement and em- 
powerment carries with it a potential unanticipated 
cost. Unless it is done carefully, including teachers 
in the decision-making process can cause major rifts 
between teachers and principals. And often it is the 
“best” principals, those who are the most inclusive 
and value this kind of teacher involvement, who 
have the most difficulties. 

Realistically, despite the flattening of the hierar- 
chy for certain decisions and procedures, some is- 
sues remain the responsibility of the principal (or 
other administrator). Certainly hiring and firing de- 
cisions fall here; so, too, do some budgetary deci- 
sions and many decisions about parent relation- 
ships. These will vary by school, of course, but what 
will not vary is that some decisions must remain 
with the principals. 

Asa result, unless managers—in this case, prin- 
cipals—are very clear about who has what respon- 
sibility for which decisions, and unless they make 
that distinction known to everyone involved—in 
this case, teachers—they are likely to have difficul- 
ties with teachers who feel that they were not heard 
simply because they did not get what they wanted. 
The distinction between making suggestions and 
having responsibility for making decisions can be 
fuzzy in the best of situations. It is easy for someone 
whose opinion is solicited to feel that she is being 
asked to make the decision. As management 
reaches out to include more employees in the circle 
of who’s heard, teachers who have previously not 
exercised judgment on areas outside of their locus 
of control are now being asked their opinions about 
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schoolwide procedures and policies. Teachers who 
haven't been part of the decision-making process 
may believe that they are being asked to make the 
decision when, in fact, they are being asked to pro- 
vide suggestions to the decision makers who will 
ultimately make the decision. Because teachers deal 
directly with students and their parents, the focus of 
the school’s efforts, this confusion of roles is exacer- 
bated and teachers are likely to feel that their opin- 
ions are the right decisions. 

Given that ideas from teachers are essential to 
school improvement efforts, determining how to 
empower teachers and solicit their opinions with- 
out creating misunderstandings and hard feelings 
is important. At first glance this task might seem 
easy, after all, principals simply need to make clear 
the distinctions between making suggestions and 
making decisions. The difficulty lies in doing so 
without damaging relations with the staff. 

Inevitably, the principal wants teachers to feel 
that they are equal partners at the decision-making 
table, especially in an MI school where success de- 
pends on all faculty members working together as 
colleagues. But having invited the teachers to share 
their opinions and letting them know that they are 
important members of the process, it can be difficult 
for the principal to remind them that “the sugges- 
tions are yours; the decision is mine.” Principals are 
likely to feel that this kind of reminder is counter- 
productive to the teachers’ feeling of worth and em- 
powerment, no matter how well it is said. 

As a consequence, principals are likely to gloss 
over the fact that they are requesting suggestions 
only and fail to note that the decision remains theirs. 
Consciously or subconsciously, they want the teach- 
ers to feel that everyone stands together, more or 
less, as equal members of the decision-making pro- 
cess. This tendency is reinforced when the principal 
feels that the teachers will give her the suggestions 
she wants, giving her license to make the same deci- 
sion that she would have made by herself. 
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Too often the principal asks for ideas or re- 
quests comments, feeling confident that teachers 
see things as she does. Having earlier failed to dis- 
tinguish between offering suggestions and having 
responsibility, she listens and nods appropriately as 
the teachers share their perceptions. If, in fact, the 
teachers and principal do see things the same, she 
does not see it as important or necessary to point 
out who owns the authority for making the deci- 
sion. Although the responsibility for the decision 
was hers, she can seemingly share her authority 
with the teachers because they are in agreement. 

That is not always the case. Sometimes it be- 
comes clear that teachers are seeing things differ- 
ently than the principal, who nonetheless continues 
to listen quietly. Her purpose is to be sure they have 
the opportunity to contribute ideas, and she is do- 
ing that. She thinks there is no reason to disagree or 
point out areas where perceptions differ. “It is too 
bad that they see things differently,” she thinks to 
herself, “but I’ve asked for their ideas, and now that 
I have them, I will consider all the information and 
make my decision.” 

The principal thinks that she has done what 
was expected and been a collaborative team mem- 
ber. She asked for ideas, she listened, she consid- 
ered, and she decided; after all, the responsibility for 
making the decision is hers. But the teachers will see 
things differently when they learn that her decision 
runs counter to the suggestions they provided. 
They will feel that they were asked for their opin- 
ions and then were ignored. Worse, they will feel 
that they were made to feel part of the decision- 
making process, but were used as part of a charade. 
“The principal doesn’t care what we think,” a teacher 
may say. “She just asks our opinions so she can say 
she did so, and then do whatever she wants.” 

Although there is always a danger of employ- 
ees feeling ignored or disenfranchised when their 
recommendations are not followed, the potential in- 
creases when principals do not clearly explain what 
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they are—and are not—asking of the teachers and 
why they are asking it. When asking for the opin- 
ions of employees, managers also have a responsi- 
bility to help the employees understand who has 
the decision-making authority and why sugges- 
tions from others are being sought. 

The phrase “your decisions, my decisions, our 
decisions,” can be a useful tool for helping employ- 
ees at all levels of the organization understand the 
difference between offering suggestions and having 
responsibility. It can serve as a shorthand way of re- 
minding everyone of the need to be clear about who 
holds the decision-making responsibilities in a 
situation before opinions are sought and the deci- 
sion is made. Before requesting recommendations 
on a particular issue, and on a few occasions 
throughout the year, school leaders need to make 
clear the difference between providing feedback 
and making decisions. 

All employees need to understand that there 
are several kinds of decision-making responsibili- 
ties in any organization: 


¢ Your Decisions are those that individual em- 
ployees or work groups can make on their own; 
they are the decisions delegated to them by man- 
agement and for which they have responsibility 
and accountability. How rooms are set up or deco- 
rated, how lessons are taught, and dealings with in- 
dividual students fall here. In an MI school, teachers 
have even more latitude regarding these decisions. 
At New City, which yearlong themes are chosen 
and how intelligences are incorporated into instruc- 
tion are good examples of “your decisions.” 

e My decisions are the decisions of the principal 
alone (or the principal and her leadership team); the 
principal may—in most cases, should—solicit feed- 
back, but making the actual decision and the re- 
sponsibility for it reside with her. Personnel deci- 
sions and some budget decisions are definitely 
administrative responsibilities. So, too, are many 
decisions that focus on communication with par- 
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ents about student progress; in MI schools, such a 
decision might be deciding whether to administer 
standardized tests. As another example, a few years 
ago I refused to acquiesce to strong faculty senti- 
ment that all the narrative pages on our report card 
(progress report) be condensed and placed in one 
area. I had talked to enough parents to know that 
this change would be viewed very negatively, as a 
diminished commitment to giving students indi- 
vidual attention and respecting all of the intelli- 
gences (even though this was not the motivation or 
sentiment of the faculty). 

¢ Our decisions are joint decisions; they are deci- 
sions the principal and teachers reach together, 
through consensus, and for which responsibility is 
shared. In MI schools, how the intelligences are ad- 
dressed schoolwide, whether there is a Flow Room, 
and how students are evaluated regarding the intel- 
ligences would fall here. The decision not to use the 
MI Profile was “our decision” at New City. 


The potential for conflict and dissension is ripe 
when decision-making boundaries are unclear. De- 
spite the many benefits of including teachers in the 
decision-making process, unless both teachers and 
principals are clear about when teachers are offer- 
ing suggestions and when they have responsibility 
for decisions, much confusion and distrust can be 
created. The situation is particularly dangerous 
when principals wrongly assume that teachers 
share their perceptions. Given the difference in roles 
and responsibilities, few teachers—even the best 
ones—are likely to have the global view that the 
principal does. Similarly, few principals will have a 
teacher’s perspective from the classroom and stu- 
dents’ point of view. These differences are both logi- 
cal and appropriate, but this doesn’t diminish the 
potential for conflict. On the other hand, principals 
who understand this tension can avoid ill will by 
making the parameters clear as they ask for recom- 
mendations, being clear about where the ultimate 
decision rests. 
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++ + 


For Faculty Discussion 


1. Ask teachers to think of the teacher who made a 
difference in their life and to write the person’s ini- 
tials. Then ask, “What did that person do to make 
such an impression on you?” After giving everyone 
a minute or two to think about this question, have 
small groups discuss the characteristics of these 
special teachers. 

2. Share a time when you have made a mistake and 
learned from it, not repeating the error and moving 
ahead. 

3. On what formal criteria are teachers evaluated in 
your school? On what informal criteria are teachers 
evaluated? 

4. Discuss issues on which teachers and principals 
should view things differently due to the different 
positions they occupy in the organization. What 
could be done to minimize the potential for conflict? 


Steps to Implement MI 


Just as each school is different, so is each MI journey. 
There are however, some steps that may be helpful 
in any pursuit of MI. 

1. Teachers and administrators—either the entire 
faculty or a committee—should talk about risk tak- 
ing. What can be done to help people make new 
mistakes? 

2. At least one of teachers’ annual goals should in- 
clude some aspect of MI implementation. It might 
be as generic as using more MI in the classroom or 
as specific as focusing on the teacher and her stu- 
dents developing a particular intelligence or two. 
3. Administrators should share the “your decision, 
my decision, our decision” model with the faculty, 
looking at previous decisions and identifying the 
appropriate category. (If this seems very hard to do, 
the administrator might begin the dialogue with a 
group of seasoned teachers, those with whom she is 
more comfortable discussing such issues.) 





oF MI 


Speculating about the future of MI in schools is pre- 
carious at best. In 1980, who could have accurately 
guessed what role technology would play in many 
schools today? After all, just 20 years ago personal 
computers were virtually unheard of. I remember 
buying state-of-the-art Commodore 16K PET com- 
puters for New City School in 1982. We were 
amazed at their power; today my 5-year-old wrist- 
watch has more memory than those computers. 
Who would have projected such advances in tech- 
nology? Indeed, projecting into the future in any 
arena is difficult; that is what makes a pennant race 
interesting and the stock market nerve-racking! 
Looking into the future in education is chal- 
lenging because, whether we like it or not (and we 
probably don’t), educators often play reactionary 
roles. That is, we react to pushes and pulls from 
other sectors of society. Presidents, governors, or 
commissioners hold press conferences deploring 
low levels of student achievement, and schools 
scramble to react. New laws create competition 
among schools, or increase graduation require- 
ments, or mandate a certain kind of test, and educa- 
tors develop programs to respond. Lay people run 
for school board by proclaiming that they are for 
this or against that and once elected, they begin to 
influence policies and practices. These kinds of ini- 
tiatives—pushing for a certain curriculum, longer 
school year, or higher test scores—aren’t necessarily 
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WHAT’S NEXT? 
THE FUTURE 


pernicious; they do, however, mean that the goals 
and means of schooling are often initiated by 
noneducators and come to us enmeshed in political 
battles. Looking ahead at how schooling might 
change and thinking about how MI might fit into 
the future effectively means looking at how society 
might change. 

That society will change is beyond doubt. In 
Leading At the Edge of Chaos (1998), Daryl Conner 
says, “Regardless of how ready people are to face it, 
more change is moving toward us at greater speed 
and with more complicated implications than we 
have ever seen” (p. ix). Predictions are always tenu- 
ous because there are no guarantees. That caveat 
aside, however, there are some things that we can 
predict, changes that will affect schools and the use 
of MI: 


© Continued technological advances will be the 
norm. The power of computers will continue to in- 
crease while their cost decreases. More uses will be 
found for technology, from using GPS (Global Posi- 
tioning Satellites) in farming equipment and rental 
cars to the development of jogging shoes with com- 
puter chips that monitor speed, length of stride, and 
body weight to adjust the cushion in the soles. How 
we communicate and access information will 
change, too. More than 500 million e-mail messages 
are sent each day, for example, and a collection of 
every issue of National Geographic on CD-ROM fits 
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ina container the size of a shoe box! Sooner than we 
can imagine, a computer—or computer equiva- 
lent— will be on almost every student's desk. What 
we don’t know are the many ways they will be 
used. 

¢ Racial, ethnic, and cultural diversity will increase. 
Projections based on immigration policies and birth 
rates indicate that by the year 2050 there will be 
more racial “minorities” than “majorities” (Cauca- 
sians) living in the United States; the present racial 
majority will become the minority. Neighborhoods 
and workplaces are becoming increasingly diverse. 
Although most of our parents lived and worked 
with people of the same race and background, our 
students are more likely to live and work with peo- 
ple of different races, cultures, and ethnic back- 
grounds. Diversity means that the ability to 
understand and work with others, especially others 
who are different from us, is an essential skill. 

° The free market, consumer-driven model will be- 
come more pervasive in many organizations, including 
schools. The deregulation of businesses that began in 
the 1980s is beginning to affect how education is de- 
livered to “customers” (parents and students). As in 
other businesses and industries, more energy will 
go into advertising and marketing, in this case pro- 
viding information about the relative quality of 
educational programs. Information will enable par- 
ents to make decisions about how schools are or- 
ganized and, indeed, which schools they wish their 
children to attend. 


We already see evidence of the free market in 
education. Pick up any educational journal or 
newspaper and you're likely to see an article about 
charter schools, voucher plans, or some other form 
of site-based management in which decisions are 
made at the school level and parents have a role in 
governance. While these approaches differ, what 
they share is placing more decision-making power 
about the schools children attend in the hands of 
their parents. 


73 


How we respond to change determines 
whether the change is positive. Given the inevitabil- 
ity of change, it is incumbent that we be as proactive 
as possible and anticipate how it affects us. Consid- 
ering all of these changes—in technology, in demo- 
graphics, and in increased expectations from 
parents and the community—it is even more im- 
portant that we develop students who know how to 


— identify problems, 

— use their intelligences to solve problems and 
create products, 

— demonstrate their understanding in a variety 
of ways, and 

— work with others, including people who are 
both similar to and different from themselves. 


And as we face increasing and new forms of 
competition from charters, vouchers, and home 
schools, it is even more important that educators 


— personalize education and work to individu- 
alize instruction; 

— enable students to develop and use their areas 
of strength; 

— view students’ parents as partners and edu- 
cate them, too; 

— offer an environment that supports faculty 
collegiality and growth; and 

— are able to demonstrate that students are pre- 
pared for the future. 


The good news is that using MI supports edu- 
cators and students as they strive for these goals. 
That is not to say that only MI schools can address 
these needs and prepare students for the future; ob- 
viously there are many different high-quality ways 
to design curriculum and organize instruction. 
Given the assumptions of MI theory, however, its 
use increases the likelihood that each student’s 
needs and abilities are recognized and met in a 
pragmatic way. 

In MI schools, children are offered different 


BECOMING A MULTIPLE INTELLIGENCES SCHOOL 





ways to learn prescribed curriculum and meet aca- 
demic goals. In MI schools, a focus is placed on both 
understanding the problem and understanding 
oneself. In MI schools, the faculty works and learns 
together. No, we cannot be sure what the future will 
hold. I do believe, however, that students in schools 
that embrace MI have a better chance to succeed in 
the world of the future because they are developing 
lifelong learning skills. 


The Evolution of MI 


In a variety of countries, cultures, and contexts, 
teachers and administrators see MI as a way to in- 
crease their students’ chances for success. A little 
over 15 years after the initial publication of Frames of 
Mind, hundreds of thousands of copies have been 
sold. But that is only the beginning. 

A cottage industry of MI practitioners and 
products now exists. Scores of books and videos 
about MI and its implementation are available. 
Type “multiple intelligences” on a search engine 
and the results will be thousands of references. 
Nearly every educational conference features one 
or more presentations about MI. As one example 
close to home, the New City School has sponsored 
three MI conferences and all three have been sold 
out months in advance. More than 45,000 copies of 
our faculty’s MI books have been sold, and they 
have been adapted for sales in Australia, New Zea- 
land, and South America. In my position as coordi- 
nator of the ASCD Multiple Intelligences Network, 
each year I hear from hundreds of educators from 
across the country and around the world, in varying 
stages of MI implementation. 

There is every reason to believe momentum 
will continue building for MI. Helping students use 
all of their intelligences to learn agreed-upon skills 
and attain state, district, and school goals makes a 
great deal of sense. Indeed, the MI picture is a rosy 
one. 

But as the use of MI in education continues, it 
will evolve. How MI is used in 2009 will be quite 
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different from how it is used in 1999. Evolution hap- 
pens with every innovation, but it is even more 
striking when practitioners have as much latitude 
as they do with MI. In thinking about the future, I 
have tried to identify areas where natural evolu- 
tions and logical steps will take place. 


Assessment, Genuine Understanding, 
and MI 

When used properly, MI widens the lens that we 
use to look at students. We see them as more than 
children whose intellect can be measured with a pa- 
per and pencil test. Instead, we recognize students 
who possess many different intelligences, who have 
different arrays of strengths, and who use these 
strengths to learn and show what they understand. 

There will always be a place for standardized 
tests, but the use of authentic assessments and port- 
folios will increase. Students who create projects or 
present exhibitions can show that their understand- 
ing goes beyond rote recall, and in doing so they can 
capitalize on their stronger intelligences. This “per- 
formance perspective” approach to assessment is 
captured by Blythe: “understanding is a matter of 
being able to do a variety of thought-provoking 
things with a topic, such as explaining, finding evi- 
dence and examples, generalizing, applying, analo- 
gizing, and representing the topic in new ways” 
(1998, p. 12). Students who can draw from all of 
their intelligences are more likely to find ways to 
demonstrate their understanding. As more authen- 
tic assessment and performance assessments are 
used, the line between assessment and instruction 
becomes blurred because good assessment is an in- 
tegral part of instruction and good instruction is an 
integral part of assessment. 

Grant Wiggins’(1998) recommendation to use 
“backward design” in instructional planning sup- 
ports the idea of blending assessment and instruc- 
tion. Rather than beginning planning by focusing 
on what is to be covered, Wiggins says that we need 
to begin by determining what students need to 
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know and how it can be measured. In other words, 
how will we know what they know? Once we know 
our desired end, then we can work backward to 
plan the actual lesson or unit. This kind of evalua- 
tive thinking leads to student performances using a 
variety of intelligences. These performances are 
measures of what students know and don’t just 
force students’ understanding through a linguistic 
filter by relying on oral or written responses. 

Portfolios support the use of MI and vice versa. 
Over time teachers will move from viewing portfo- 
lios as simple collections of student work to recog- 
nizing how they can be used to monitor student 
progress and development. Portfolios play an im- 
portant role in helping develop the intrapersonal in- 
telligence because students learn to understand 
themselves from reviewing their portfolios. And, as 
we look to the future, technology will reshape what 
we incorporate into portfolios—digital cameras and 
scanners will allow us to capture nearly every kind 
of student performance. 

I would be remiss if I did not again caution 
against the seemingly inevitable desire, once having 
embraced the concept of MI, to measure and label 
students in each of the intelligences. If measuring 
skill or acumen in the intelligences has a purpose 
and results in teachers understanding the best ways 
to reach students, then it is worthwhile. But meas- 
urement for measurement’s sake, with no practical 
utility, serves no good purpose and may, in fact, be 
harmful. At a minimum, it wastes time and re- 
sources with no appreciable benefit. 


Community Partnerships and MI 


The emphasis on students demonstrating what 
they have learned by presenting their projects, exhi- 
bitions, and portfolios to various audiences may re- 
sult in schools working more closely with the 
community. It makes sense to invite parents and 
members of the community to see these perform- 
ances of understanding. This not only raises the bar 
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a bit for students, encouraging them to do their best 
in preparing for an unknown audience, it also en- 
ables those who do not have children in the schools 
to appeciate what students are learning. Working 
with the community becomes even more important 
as accountability in schools becomes an issue. 
Schools can work more closely with the community 
through apprenticeships, which are a great way for 
students, particularly older ones, to learn skills and 
understand expectations. After all, the ultimate per- 
formance of understanding is an authentic one in 
which the judges are people who work in the field. 
Everyone benefits when students take classes while 
also working side by side with architects, musi- 
cians, park rangers, graphic designers, lab techni- 
cians, and physicians’ assistants. 


Adult Learning and MI 


There is no reason to limit the use of MI to elemen- 
tary and secondary schools. Many colleges and uni- 
versities offer courses about how to teach using MI, 
and at least one institution takes an MI approach in 
teaching its students. Under the leadership of Greg 
Miller, the University of Rio Grande (in Rio Grande, 
Ohio) offers a master’s program designed for teach- 
ers, museum educators, and others who wish to use 
an interdisciplinary approach to teaching. The pro- 
grams core courses, one half of the program, em- 
phasize using MI in teaching, and the rest of the 
courses have a Fine Arts concentration. Students ex- 
perience a variety of art, music, dance, and theater 
courses with an emphasis on how the process of en- 
gaging in and appreciating the various forms of art 
helps them learn. Nationally recognized artists visit 
the program, and students take a weeklong trip “to 
the arts” by visiting cultural centers in London, 
New York, Madrid, Paris, or Rome (at the students’ 
expense). While in these cities, students attend con- 
certs and the theater, go to jazz clubs, and visit mu- 
seums. 

Over time, as universities begin to enroll 
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students who used all intelligences in learning in 
elementary and secondary schools, it is only logical 
that they will continue to use MI as a strategy in 
their university studies. As in many secondary 
schools, however, the discipline-based orientation 
of many faculty members may slow the use of MI in 
post-secondary education. 


Learning Disabilities and MI 


As the use of MI becomes more commonplace in 
schools, children who found only frustration will 
begin to experience success. We will see that al- 
though the term “learning disabled” is applied to 
students, sometimes it is really the school that has 
the difficulties. As Thomas Armstrong (1994) points 
out, when schools offer only one way for students to 
learn, it is the school that is learning disabled (al- 
though the students pay the price). Too often educa- 
tors have been more concerned with creating 
narrow academic hierarchies than meeting stu- 
dents’ needs. Sadly, as Joe McDonald says in Redes- 
igning School (1996), “throughout the twentieth 
century, we have asked [students] to be academic 
because we intended to sort them on the basis of 
their response” (p. 11). 

While the range and degree of learning disabili- 
ties is wide, the use of MI can help many youngsters 
who have been labeled “learning disabled” find 
success. To begin with, an MI approach is student- 
centered, rather than curriculum-centered. Using 
tactile methods to help students learn and allowing 
students to show their understanding by using their 
spatial, artistic, or bodily-kinesthetic intelligences 
are strategies that teachers who work with these 
youngsters have found helpful. For example, stu- 
dents can learn spelling words by manipulating 
cut-out letters in addition to hearing and saying 
sounds, by rapping sounds to correspond to letters 
as they are spelled, or by drawing letters in sand. 
Unfortunately, the classes in which students design 
and build rockets, dissect frogs, fashion clay to 
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capture emotion, or choreograph dance are often 
limited to the “gifted” students, those who have 
scored above an arbitrary level on a standardized 
intelligence test. Yet it is often the “learning dis- 
abled” students, those who are not strong in the 
scholastic intelligences, who would benefit most 
from these kinds of experiences. 

The congruence between using MI and meeting 
the needs of students who learn differently is a good 
one: teachers who use MI must understand how 
their students learn and, knowing that, tailor cur- 
riculum and instruction. All children benefit from 
this approach and attitude, but perhaps none more 
than the student who encounters difficulties when 
trying to learn primarily through the linguistic and 
logical-mathematical intelligences. Traditionally 
these students’ motivation and love of learning be- 
come casualties in a setting where their intelligences 
are not valued. 

Using MI is not a panacea for students who 
have difficulty learning. Some successes will occur 
when an MI approach is used with students who 
have difficulties. But simply using MI does not re- 
solve learning disabilities or negate the need for 
teachers to delve more deeply into their students’ 
understanding. Sally Grimes, of the Cape Code 
Education Center, says, “MI approaches are often 
enthusiastically embraced by these [learning dis- 
abled] students for they address some of the critical 
learning issues and open the doors to learning for 
them. However, the success only scratches the sur- 
face in the case of the truly learning disabled be- 
cause the teacher lacks an in-depth understanding 
of why the methods are working for the student, 
how best to maximize such methods, and the inten- 
sity and duration of certain aspects that are needed 
in some instances.” 

A related concern is that as MI is used success- 
fully to help students with learning disabilities, it 
may become viewed primarily as a tool for students 
who are having difficulties. Although the use of MI 
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implies neither a lack of rigor nor a backing away 
from high academic standards, those who do not 
understand MI may not accept the idea that MI 
gives students different tools to learn. The creativity 
found in an MI approach and students’ increased 
opportunities for success may cause some people to 
want to see MI as only benefitting those who have 
difficulty learning. Parent education about MI (de- 
scribed more fully in Chapter 2) is an integral part of 
implementing MI and preventing such misconcep- 
tions. 


The Arts and MI 


By definition, believing in MI means valuing the 
arts. After all, an MI approach places the musical, 
spatial, and bodily-kinesthetic intelligences on a par 
with the linguistic and logical-mathematical intelli- 
gences. As MI gains acceptance and is used more 
routinely, we should see fewer distinctions between 
those classrooms where the arts are valued and 
those where the arts are viewed as an extra. Most 
teachers will not have as high a level of knowledge 
or skill in these intelligences as the music, art, and 
physical education teachers, but they can still en- 
sure the presence of these intelligences in their class- 
rooms and encourage students to use them to learn 
and show what they understand. At an MI school, 
balanced budgets aren’t achieved by sacrificing the 
arts. When schools sacrifice the arts, they really are 
telling many students that how they learn isn’t very 
important. 

Valuing and emphasizing the arts will make a 
difference for students. At New City, I don’t expect 
that this will lead to more of our students becoming 
adults who make their living as artists, though that 
is certainly possible. I do expect that our students 
will continue to value the arts for the rest of their 
lives. As a result, I am confident that when com- 
pared with students who did not attend an MI 
school, more of our students will pursue art as an 
avocation and spend many hours painting 


77 


landscapes, playing the clarinet, or creating pottery 
in the basement. I am sure that more of our students 
will visit museums and galleries, attend sympho- 
nies and dramatic presentations, and go to dance 
concerts. In short, they will enjoy life more. If MI 
had no other effect—and clearly it does—this, 
alone, would be a good argument for its use. 

We need to recognize that the arts play an im- 
portant role in our society. They tell stories, they 
capture and communicate emotions, and, as this 
book recounts, they can be used as tools for learn- 
ing. But none of these is more significant than the 
pleasure the arts can give us. Alone among the spe- 
cies on this planet, we have the ability to create and 
enjoy art; infusing the arts into education, using the 
arts, helps all of us tap into our human potential. 


The Personal Intelligences and MI 


As noted in Chapter 6, I believe that one of the most 
significant contributions of MI theory is the identifi- 
cation and prominence that it gives to the two per- 
sonal intelligences. By defining “people skills” as 
intrapersonal and interpersonal intelligences— 
knowledge of self and understanding of others— 
Gardner has given us a model and a vocabulary for 
exploring these skills as part of the education pro- 
cess. The significance of this model should not be 
overlooked, because before we can begin to solve 
problems we must have a common vocabulary to 
communicate. Without a proper vocabulary, it is im- 
possible to see and make sense of patterns or rela- 
tionships; without adequate terminology, a student 
who continues to make the same mistakes is simply 
“not trying.” But with the right vocabulary we can 
talk about the student's lack of intrapersonal intelli- 
gence and begin to work on developing it so that he 
can learn from his mistakes. Put another way, “Only 
when data have been assigned meaning do they be- 
come useful information” (Conner, 1998, p. 20). 
The public’s enthusiasm for Daniel Goleman’s 
work on emotional intelligence only serves to rein- 
force the importance of the personal intelligences. 
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That said, in many schools the step to formally ad- 
dress the personal intelligences through curriculum 
and in assessment remains a big one. Here, as in 
many other areas, I believe that education will fol- 
low the lead taken by business. A spate of books 
and _ articles about emotional _ intelligence 
(Gardner’s personal intelligences) in the workplace 
can be found on bookstore shelves and in journal ar- 
ticles. As businesses become cognizant about the 
important role that the personal intelligences play 
in organizational success, the need for schools to 
prepare students appropriately becomes clearer 
and the push for appropriate instruction louder. As 
a consequence, more educators will begin to see 
that they have a responsibility for helping students 


develop their personal intelligences. 


The Teacher’s Role and MI 


Along with seeing MI as a way to help more stu- 
dents succeed, the other reason that educators have 
been so receptive to the theory is that it validates 
their role as professionals. Using MI is at the other 
end of the spectrum from working with “teacher- 
proof” materials that direct teachers’ every action. 
Using MI is also a way to respond to the continued 
“dumbing down” of textbooks. Teachers who use 
MI develop curriculum and assessment tools and 
are creative in their pedagogy. And teachers who 
use MI usually do so with others, working and 
learning as colleagues. In this way, implementing 
MI becomes a route to developing or extending pro- 
fessionalism among teachers. 

MI often works best in schools that embrace 
site-based management, where the decisions that 
affect the students and faculty at a particular school 
are made by those who work in that school. 
Whether the school is a charter school, independent 
or religious school, or a public school that has been 
granted significant autonomy, the best implementa- 
tions of MI come about when an entire faculty can 
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work collaboratively as professionals to fashion 
strategies that fit their school’s context and culture. 


Not a Quick Fix 


Despite the many virtues of MI and the incredible 
enthusiasm with which educators have embraced 
it, real questions remain about how widely it will be 
used. Successfully implementing MI is challenging 
for many schools because it requires more time, en- 
ergy, and creativity from teachers; new assessment 
tools and techniques; and a coordinated effort to 
educate parents. Using MI is challenging because it 
causes us to question many of the traditional as- 
sumptions we have held in looking at who is smart 
and what should be taught in schools. 

Our strengths are our weaknesses, and it is 
these virtues that give me some concern about the 
future of MI in schools. Unfortunately, in education 
we often veer to solutions that are simple, quick, 
and easy— attributes that don’t describe the use of 
MI in any school. As I look to the future, then, I do 
not envision MI school systems, an abolition of 
standardized tests and traditional report cards, or 
textbook companies going out of business. And that 
may be OK. The test of the merit of MI should not be 
how many teachers use it or in how many schools it 
can be found. Although increased use of MI is desir- 
able because it means more students can benefit 
from it, expecting it to be used pervasively is simply 
not realistic. 

That said, the momentum of MI seems inexora- 
ble. When I look to the future, I see educators—a 
teacher here, a school there, a pocket of teachers in 
this school, a group of schools in that district—un- 
derstanding that MI can be a tool that helps more 
children grow. Sure, bringing MI into the classroom 
can make our roles more professional and using it 
can help us grow and learn with our colleagues. But 
most important—and most exciting—using MI 
gives us more ways to help our students learn. 





Years ago at a principals’ seminar, the topic for a Fri- 
day afternoon presentation was “How I relieve 
stress in my life.” As you might imagine, the room 
was packed. I was on the panel with several other 
principals. Our task was to share our strategies for 
stress reduction. Several ideas were offered, from 
engaging in physical recreation to teaching gradu- 
ate classes. Finally, the last panelist, a high school 
principal, began to speak. In a low voice he said, “I 
keep my stress manageable because I recognize the 
difference between excellence and perfection.” He 
paused and the room was suddenly alive. Every 
person edged forward in the chair and every per- 
son’s eyes were riveted on the speaker. (I felt the 
same way and then thought, “Boy, I’m glad I’m not 
following him!”) 

He continued, “I believe it is important that my 
students bus their tables and put their trays away 
after they have eaten.” At this there were looks of 
surprise, a few smiles, and even a guffaw or two. 
“Stop,” he said with some indignation, “I’m seri- 
ous.” The room hushed again. 

“You may think this is being nitpicky or that it’s 
a minor issue, but it’s not. I believe that teaching 
kids responsibility is maybe the most important les- 
son we offer. Plus, my students generally come 
from upper-income families and the cafeteria staff is 
largely minority. What’s the message when they 
walk away and leave their trays, making others 
pick up after them?” 
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AFTERWORD: 
EXCELLENCE VERSUS 
PERFECTION 


By now he had the audience’s full attention 
again. “We talk about this and work at it and I can 
get 96 percent of my students to put their trays 
away. That’s good, no, that’s excellent. But it’s not 
perfection! And I want 100 percent of the trays put 
away,” he continued, his voice rising. 

“But I’ve come to realize,” he went on, “that by 
striving for 100 percent, by pushing to get perfec- 
tion, I turn the place into a prison. Students, faculty, 
and staff are uncomfortable and the cafeteria isn’t a 
pleasant place to be. And in doing this I create an in- 
credible amount of stress for myself, not to mention 
everyone around me. So I’ve learned to be satisfied 
with excellence. You know, 96 percent of the trays be- 
ing put away is excellent. It’s just fine.” 

The room was quiet for several minutes. Of 
course, the point was much larger than putting 
away cafeteria trays. Each of us was lost in reverie, 
thinking of those situations in our own schools 
where we’ve pushed for perfection, where excel- 
lence just wasn’t good enough. Like this principal, 
I’m sure, we were realizing that there is a cost that 
comes from striving to attain perfection, and that it 
isn’t always worthwhile to push beyond excellence. 

When I returned to school on Monday I con- 
vened my administrative team and told them this 
story. It had the same powerful effect on them. We 
began to talk about issues on which we had fallen 
into the “excellence versus perfection” trap, being 
sucked into pushing harder and further, seeking the 
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PERFECT solution. Alas, there was no shortage of 
examples! I also shared this story with the faculty. 
Again, each of them could think of a time when 
they had crossed that line and the price of perfection 
was too high. 

I have shared this story of excellence versus 
perfection many times in lots of different settings. It 
applies not just to schools but to organizations of all 
kinds and even to personal relationships. Yet I find 
it particularly relevant when thinking about the 
evolution of an MI school. Because there is no one, 
right way of implementing MI, whatever is being 
done can be done better. Or it can be done more 
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efficiently. Or it can be done better and more 
efficiently! The list of possibilities is endless—and 
by definition, perfection can never be realized. As a 
result, frustration and stress can become perpetual 
handmaidens in the MI journey. After all, while it is 
possible to get all of the cafeteria trays put away, it is 
not possible to realize perfection in implementing 
MI. The MI journey is an endless one. As we 
contemplate ways in which MI can be used to help 
students learn, we need to consciously remember 
that there is no perfect destination, that the best we 
can hope for is a journey of excellence. 


APPENDIX A 





MI Inventory 


Use this inventory as a tool to facilitate discussion about MI. Faculty members may use this inventory to reflect on their per- 
sonal MI profile as well as how MI-friendly they make their classrooms. 


PERSONAL INVENTORY 


1. What intelligence(s) do you use to relax? Circle those that you use in your spare time. 
LINGUISTIC LOGICAL-MATHEMATICAL SPATIAL MUSICAL 


BODILY-KINESTHETIC NATURALIST INTERPERSONAL INTRAPERSONAL 


2. Write yes or no after each of the following questions. 
Do you enjoy learning new words? 
Does learning a musical instrument come easily to you? 
Do you notice architectural details? 
Do you balance your checkbook? 
Do you often find yourself making the same mistake? 
Can you name the kinds of trees on the block where you live? 
Are you physically active? Do you exercise regularly or play a recreational sport? 
Do you have the music on when you drive, work, or read? 
Do you write letters to people who live in town? 
Do you like to spend time alone, thinking and reflecting? 
Do you have a hobby that requires skill with your hands, like knitting or woodworking? 
Do you have hobbies in which you create art? 
Are you someone to whom others turn for advice? 
Do you prepare your own taxes? 
Is spending time outdoors something you value? 


Do you find things boring unless there are others around? 
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3. If you are at a lecture, what would be most likely to help you remember the content? 
Use numbers to indicate preference, 1 = most likely, 5 = least likely. 


a. If you take notes by hand or on a laptop computer 








b. If you draw a mind-map 


c. If you doodle, drawing images while listening 





d. If you talk with someone immediately afterward to share what is said 





e. If you create a mnemonic device to capture the main points 





4, When giving someone who is new to town directions to a restaurant, you would 


a. Draw a map 





b. Write a narrative description 





c. Explain using lots of hand gestures 





d. Have them call the restaurant and ask how to get there 





CLASSROOM INVENTORY 


1. Write the initials of the 3 smartest students in your class(es) this year: j j 





What makes them smart? 


2. Think over the past week of your teaching. In your lessons, how often have students been able to use the following 
intelligences to gain or learn information: 





Never 1-3 or more 4 or more 





linguistic 





logical-mathematical 





spatial 





musical 





bodily-kinesthetic 





naturalist 





interpersonal 








intrapersonal 
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3. Think over the past week of your teaching. In your lessons, how often have students been able to use the following 
intelligences to share or report information: 





None 1-3 4 or more 





linguistic 





logical-mathematical 





spatial 





musical 





bodily-kinesthetic 





naturalist 





interpersonal 





intrapersonal 




















4, When you report student progress to parents, either in a report card, at a parent-teacher conference, or by the work that 
you send home to be perused, which intelligences are reflected? 


Rarely Sometimes Often 





linguistic 





logical-mathematical 





spatial 





musical 





bodily-kinesthetic 





naturalist 





interpersonal 




















intrapersonal 
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5. How often are students given options, ways to use different intelligences, to complete an assignment? 





Rarely Sometimes Often 





linguistic 





logical-mathematical 





spatial 





musical 





bodily-kinesthetic 





naturalist 





interpersonal 




















intrapersonal 





6. Considering your answers to these questions, students with which intelligences are most likely to succeed in your class- 
room? 
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Sample Progress Report 


NEW CITY SCHOOL « 5209 Waterman Avenue « St. Louis, MO 63108 
5th Grade PROGRESS REPORT 


Name Key: ED 
Attendance: Absent Tardy 
Teachers: DA 











AC 
# 


INTRAPERSONAL DEVELOPMENT 
Can self-assess; understands and shares own feelings 


EXCEEDING DEVELOPMENTAL 
EXPECTATIONS 

DEVELOPING APPROPRIATELY 
AREA OF CONCERN 

NEEDS ADDED ATTENTION 


Reporting Period: 
1 2 





I 


CONFIDENCE 

¢ Is comfortable taking a position different from the peer group 
¢ Engages in appropriate risk-taking behaviors 

¢ Is comfortable in both leader and follower roles 

° Copes with frustrations and failures 

¢ Demonstrates a positive and accurate self-concept 














MOTIVATION 

¢ Demonstrates internal motivation 

¢ Is actively involved in the learning process 
¢ Shows curiosity 

¢ Shows tenacity 

¢ Exhibits creativity 














Il. 


PROBLEM SOLVING 

¢ Shows good judgment 

¢ Asks for help when needed 

¢ Can generate possible hypotheses and solutions 
¢ Shows perseverance in solving problems 

¢ Accepts and learns from feedback 














RESPONSIBILITY 

¢ Accepts responsibility for own actions, practices self-control 
¢ Accepts responsibility for materials and belongings 

¢ Handles transitions and changes well 

¢ Accepts limits in work and play situations 

° Uses an appropriate sense of humor 

















EFFORT AND WORK HABITS 


* Participates in activities and discussions - + +--+ +00 ttt eee eee 
¢ Works through assignments and activities carefully and thoroughly: +--+ ++ 0 st ee 
¢ Keeps notebook, desk, and locker/cubby organized: +--+ +0 ttt ee 
* Completes homework assignments ontime © +++ 00000 t tt eee 
¢ Has age-appropriate attentionspan-- ++ 666 eee eee 
© Works independently: © eee ees 
@ Follows: written and Oral directions: :-2 4 22s See Se dee tesla ane Ae ie ee Bee ahs Ge a er a BK ek 
* Listens attentively: 0 ee eee 
* Proofreads carefully: - ee ee eee 
© Uses time effectively - ee eee eee 
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NEW CITY SCHOOL « 5209 Waterman Avenue e St. Louis, MO 63108 
5th Grade PROGRESS REPORT 





INTERPERSONAL DEVELOPMENT Reporting Period: 
Can successfully interact with others 1 2 


i. APPRECIATION FOR DIVERSITY 














¢ Makes decisions based on appropriate information, rather than stereotypes 

¢ Understands the perspectives of others, including those of other races and cultures 
¢ Shows concern and empathy for others 

¢ Respects the individuality of others 


I. TEAMWORK 














* Cooperates with peers and adults 

¢ Works at conflict resolution 

¢ Behaves responsibly in groups 

¢ Demonstrates an ability to compromise 

¢ Expresses feelings and gives feedback constructively and appropriately 








Copyright © 1998 by The New City School, Inc., St. Louis, Missouri 


COMMENTS: 
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Name LINGUISTIC INTELLIGENCE 
Sth Grade / = Not assessed 
Fall Spring at this time 
EXPRESSIVE LANGUAGE—ORAL Fall Expectations Spring Expectations 
PRESENTATION Not Yet Developing Achieving Extending 
Goal: by communicate ¢ does not use appropriate * uses appropriate volume ® projects clear speaking * engages and holds 
information clearly volume, and presentation is | some of the time voice auidence through voice level 
































difficult to hear 

¢ does not use visual aids 
when they are required, or 
uses aids of poor quality 

¢ looks away from audience 
or down at paper 

¢ exhibits little understand- 
ing of topic 

¢ lacks preparation and/or 
organization 

° ideas are difficult to follow 
¢ is uncomfortable in front of 
audience 





° uses visual aids some of 
the time 

¢ makes eye contact inter- 
mittently 

* sometimes exhibits clear 
understanding of topic 

© sometimes shows prepara- 
tion and/or organization 

° progression of ideas lacks 
continuity 

¢ is beginning to exhibit 
poise 





° uses relevant visual aids 
effectively 

* maintains eye contact 

¢ exhibits clear understand- 
ing of topic 

¢ shows preparation and or- 
ganization 

¢ demonstrates fluid pro- 
gression of ideas 

¢ exhibits poise with peers 





and expression 

* enriches the presentation 
with visual aids 

* engages and holds audi- 
ence through eye contact 

¢ makes complex issue un- 
derstandable 

¢ information presented is 
concise and pertinent 

° fields questions from the 
audience with ease 

° is poised with nonpeer 
groups 








EXPRESSIVE LANGUAGE—WRITTEN 





MECHANICS 

Goal: to communicate 
effectively in written 
form 


Not Yet 


Developing 


Achieving 


Extending 



































© does not understand sen- 
tence structure 

° rarely writes in paragraph 
form, which includes indent- 
ing, writing a topic sentence 
and writing supporting de- 
tails 

® uses correct capitalization 
including for geographic re- 
gions and countries 

¢ makes frequent errors in 
punctuation 

¢ has multiple spelling errors 
including 5th grade core 
words 

* cannot edit 

¢ does not understand what 
a thesis statement is 





° writes in complete sen- 
tences but has frequent run- 
on sentences 

° writes in paragraph form, 
which includes indenting, 
writing a topic sentence and 
writing supporting details 

® uses proper capitalization 
* uses correct punctuation at 
the end of a sentence, com- 
mas in a series and in com- 
pound sentences, and uses 
correct punctuation in dia- 
logue 

° spells with few errors in 
daily work 

* misses some errors when 
editing 

¢ is able to construct a thesis 
statement with assistance for 
the purpose of essay writing 


° writes in complete sen- 
tences with varied sentence 
structure 

° writes well-developed 
paragraphs (indenting, topic 
sentence and supporting de- 
tails) 

° uses correct capitalization 
consistently 

¢ demonstrates an under- 
standing of the proper use of 
colons and semi-colons 

¢ is able to incorporate spell- 
ing and vocabulary words in 
his/her writing 

° edits for mechanics/proof- 
reads with few mistakes 

° is able to construct a thesis 
statement for the purpose of 
essay writing 





¢ able to utilize different 
writing styles 

* uses transition sentences to 
connect paragraphs 

* uses a variety of punctua- 
tion regularly and correctly 
to produce a particular style 
* searches for and uses new 
vocabulary in language and 
writing 

* edits in a way not only to 
correct but to enhance writ- 
ten work 

¢ shows clear relationships 
between introduction, body 
and closing in written pieces 
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Name LINGUISTIC INTELLIGENCE 
Sth Grade / = Not assessed 
Fall Spring at this time 
PROGRESSIVE 
LANGUAGE—WRITTEN Fall Expectations Spring Expectations 
CONTENT Not Yet Developing Achieving Extending 


Goal: to communicate 
ideas effectively in 
various forms 



































¢ rarely responds to feed- 
back on written work by 
making appropriate changes 
¢ rarely conveys ideas 
clearly for varied purposes 
(business letter, essay, short 
story) 

¢ rarely supports thesis 
statement with appropriate 
and logical details 

does not incorporate de- 
tails, dialogue and similes to 
expland writing 

¢ rarely edits for clarity 





* sometimes responds to 
feedback on written work by 
making appropriate changes 
* sometimes conveys ideas 
clearly for varied purposes 

¢ incorporates logical and 
appropriate details in crea- 
tive and essay writing 

* sometimes edits for clarity 





responds to feedback on 
written work by making ap- 
propriate changes 

* conveys ideas clearly for 
varied purposes (business 
letter, essay, short story) 

° supports thesis statement 
with appropriate and logical 
details 

° writes creatively using de- 
tails, dialogue and similes 

° edits for clarity 





® initiates feedback from 
peers and adults 

° thesis statement is sup- 
ported logically, thoroughly 
and creatively 

* uses an extensive reper- 
toire of techniques to expand 
writing 

° after editing, writing is 
clear and precise 








RECEPTIVE LANGUAGE—READING 





COMPREHENSION 
Goal: to understand 
what has been read 
using age-appopriate 
materials 


Not Yet 


Developing 


Achieving 


Extending 

















* rarely notes supporting de- 
tails 

¢ makes literal interpreta- 
tions 

* recounts details but is un- 
able to identify main idea 





° identifies supporting de- 
tails 

e makes inferences/draws 
realistic conclusions with 
prompting 

¢ has difficulty summarizing 
the main idea 


* consistently identifies sup- 
porting details 

e makes inferences/draws 
realistic conclusions 

© summarizes the main idea 





* compares supporting de- 
tails from various stories to 
help illustrate a point 

° uses analogies to illustrate 
inferences and conclusions 
© summarizes the main idea 
when it is not clearly stated 











LITERARY 
TECHNIQUES 

Goal: to identify liter- 
ary elements in con- 
text effectively 


Not Yet 


Developing 


Achieving 


Extending 





























¢ is unable to identify liter- 
ary elements in context 








* occasionally identifies liter- 
ary elements in context 





* consistently identifies liter- 
ary elements in context 


¢ transfers literary elements 
to other disciplines 
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Name 


LINGUISTIC INTELLIGENCE 





5th Grade 
Fall 


























STUDY SKILLS 
Goal: to use resources 
effectively 





























COMMENTS: 


Effort in developing Linguistic Intelligence: 


Spring 





Not Yet 


Developing 


Achieving 


/ = Not assessed 
at this time 


Extending 





© does not use initiative or 
has no idea where to go to 
locate needed information 
* cannot take notes 








° asks where to go to locate 
needed information 

* tends to copy information 
directly from sources 


° obtains useful information 
from a wide variety of 
sources 

* takes notes and completes 
an outline independently 





° takes initiative to locate 
and share information 

takes notes and uses a vari- 
ety of outlines to independ- 
ently organize thoughts 








AC = Area of Concern 
DA = Developing Appropriately 
ED = Exceeding Developmental Expectations 





READING: AC DA ED 
WRITING: AC DA ED 
Teacher 
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Name LOGICAL-MATHEMATICAL INTELLIGENCE 
Sth Grade / = Not assessed 
Fall Spring at this time 
Fall Expectations Spring Expectations 
NUMBER AND Not Yet Developing Achieving Extending 
COMPUTATION ¢ does not know multiplica-_| ¢ knows multiplication and | ¢ knows multiplication and__| ¢ knows multiplication and 
CONCEPTS tion and division facts to 144 


Goal: to exhibit 
practical and concep- 
tual understanding 
of numbers and com- 
putation 





























¢ inconsistently multiplies a 
3-digit number by a 2-digit 
number, or divides with a 2- 
digit divisor 

¢ does not understand the 
concept of adding and sub- 
tracting fractions with unlike 
denominators 

¢ inconsistently multiplies 
and divides fractions 

¢ inconsistently adds and 
subtracts decimals 

¢ does not understand the 
relationship between frac- 
tions and decimals 

* sees no relationships be- 
tween percents and frac- 
tions/decimals 

¢ does not understand the 
concept of prime numbers 

¢ does not understand 
square numbers and other 
powers 


division facts to 144 but can- 
not meet time standard 

¢ multiplies a 2- and 3-digit 
number by a 2-digit number, 
and divides with a 2-digit di- 
visor with a model 

¢ using a model, adds, sub- 
tracts and compares fractions 
with unlike denominators, 
proper and improper frac- 
tions, mixed numbers 

¢ multiplies and divides 
fractions using a model 

¢ adds and subtracts deci- 
mals, and inconsistently 
multiplies and divides deci- 
mals 

* converts fractions to and 
from decimals using a model 
¢ explores the concept of 
percent in relationship to 
fractions /decimals 

° begins to develop an un- 
derstanding of prime num- 
bers and prime factorization 
¢ begins to show an under- 
standing of square numbers 
and other powers 


division facts to 144 with 
speed and accuracy 

¢ multiplies a 3-digit number 
by a 2-digit number, and di- 
vides with a 2-digit divisor 
with accuracy 

¢ adds, subtracts and com- 
pares fractions with unlike 
denominators, proper and 
improper fractions, mixed 
numbers 

° begins to demonstrate un- 
derstanding of multiplying 
and dividing fractions 

° adds, subtracts, multiplies 
and divides decimals 

° begins to convert fractions 
and decimals independently 
° begins to understand the 
concept of percent in rela- 
tionship to fractions/ deci- 
mals 


division facts to 144 with 
speed and accuracy (more 
than 36/minute) 

¢ multiplies and divides 
whole numbers with multi- 
ple digits accurately 

© adds and subtracts frac- 
tions and mixed numbers 
with unlike denominators to 
solve problems in the real 
world 

¢ multiplies and divides 
fractions/mixed numbers 
accurately 

¢ adds, subtracts, multiplies 
and divides decimals to 
solve problems in the real 
world 

¢ interchanges fractions and 
decimals 

® interprets percent as a 
means of comparison of 
quantities of different sizes, 
and as a rate of change 

* understands prime num- 
bers and prime factorization 
* understands powers 








STATISTICS 

Goal: to exhibit 
practical and concep- 
tual understanding 
of statistics 





























Not Yet 


Developing 


Achieving 


Extending 








¢ does not understand what 
is measurable 

* cannot create /interpret 
statistical information 

° solves problems that in- 
volve collecting and analyz- 
ing data with assistance 

* cannot recognize statistical 
terms 





¢ collects, organizes and de- 
scribes data in various forms 
(tables, charts and graphs) 
with assistance 

° constructs, reads and inter- 
prets displays of data with a 
model 

¢ solves problems that in- 
volve collecting and analyz- 
ing simple data 

recognizes statistical terms 





* collects, organizes and de- 
scribes data in various forms 
(tables, charts and graphs) 

* constructs, reads and inter- 
prets displays of data 

¢ formulates and solves 
problems that involve col- 
lecting and analyzing data 

¢ demonstrates an under- 
standing of statistical terms 
(means, median, mode) on 
teacher-created projects 





° collects, organizes, and 
analyzes complex data 

* constructs, reads and inter- 
prets displays of complex 
data 

° initiates and recognizes the 
usefulness of statistics in 
everyday life 

¢ manipulates data 
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Name LOGICAL-MATHEMATICAL INTELLIGENCE 
Sth Grade / = Not assessed 
Fall Spring at this time 
Fall Expectations Spring Expectations 
GEOMETRY Not Yet Developing Achieving Extending 
AND * attempts to determine the | ¢ determines the surface area | ¢ determines the surface area | ¢ identifies, compares and 
MEASUREMENT surface area of 2-dimensional | of 2-dimensional objects ac- | of 2-dimensional objects and_| classifies 3-dimensional fig- 


Goal: to exhibit 
practical and concep- 
tual understanding 
of geometry and 
measurement 











COMMENTS: 








objects 

¢ calculates perimeter and 
circumference inaccurately 
¢ rarely identifies acute, ob- 
tuse and right angles 

¢ chooses inappropriate 
tools for measuring surface 
area, mass and volume 

° identifies some polygons 
¢ does not recognize sym- 
metry, congruency and simi- 


larity 





curately 

* calculates perimeter and 
circumference with direction 
* sometimes identifies acute, 
obtuse and right angles 

¢ chooses appropriate tools 
for measuring surface area, 
mass and volume with direc- 
tion 

° identifies, describes and 
compares some polygons 

* recognizes symmetry, con- 
gruency and similarity 

° identifies line segment, ray 
and line 





rectangular prisms accu- 
rately 

¢ calculates perimeter and 
circumference 

° identifies acute, obtuse and 
right angles 

° effectively uses appropri- 
ate tools for measuring sur- 
face area, mass and volume 
° identifies, describes and 
compares polygons 

¢ identifies and creates sym- 
metry, congruency and simi- 
larity 

° identifies and creates line 
segment, ray and line 





ures (prisms, pyramids, 
polyhedra) 

uses perimeter and circum- 
ference to solve problems 

* uses a protractor to create 
acute, obtuse and right an- 
gles 

° is comfortable using tools 
to explore new situations 

¢ identifies polygons and 
understands the relationship 
between them (a square is a 
rhombus, a rectangle, a 
quadrilateral, a parallelo- 
gram, and a polygon 

* understands symmetry 
and explores transformations 
of geometric figures 

° transfers concepts to other 
areas 








Effort in developing Logical-Mathematical Intelligence: 
AC = Area of Concern 

DA = Developing Appropriately 
ED = Exceeding Developmental Expectations 


AC 


DA 


ED 
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Teacher 


BECOMING A MULTIPLE INTELLIGENCES SCHOOL 





New City School PERFORMING ARTS Progress Report 


Grade 5th 
Name 








Theme: 


Making Connections is the theme in Performing Arts this year. Many of the intelligences are used in exploring the elements 


Teacher: Diane Davenport 
Date: _ December 1997 





that connect the arts disciplines of creative movement, drama and music. 


The students are involved in experiences related to the concept of expression. Music, drama and creative movement 
are modes of expression. Many of the intelligences are used as the students explore different types of theater. The students 
are preparing for performances of Sneetches and Romeo and Juliet. The students have also viewed performances of live thea- 








ter. 
INTRAPERSONAL DEVELOPMENT SKILLS ASSESSMENT 
Can self-assess; understands and shares own feelings *This skill has been introduced but not assessed at this time. 
CONFIDENCE MUSIC 


Engages in appropriate risk-taking behaviors. 


Is able to sing songs in harmony. 





MOTIVATION 
Is actively involved in the learning process. 


Is able to read two-part rhythm scores. 








Accepts responsibility for own actions and 
materials. 


PROBLEM SOLVING Is able to identify complex differences in tempo, 
Shows good judgment. rhythm and melody. 
RESPONSIBILITY CREATIVE MOVEMENT 


Demonstrates tension and relaxation. 





EFFORT and WORK HABITS 
Follows written and oral directions. 





“Warms up” appropriately for dance and move- 
ment activities. 





INTERPERSONAL DEVELOPMENT 


Can successfully interact with others. 


DRAMA 
Demonstrates awareness encounters. 





APPRECIATION FOR DIVERSITY 
Respects the individuality of others. 


Can re-enact a scene or story, changing it in some 
way. 








TEAMWORK 
Cooperates with peers and adults. 











Key: AC = Area of Concern ¢ DA = Developing Appropriately ¢ ED = Exceeding Developmental Expectations 
# = Needs Added Attention 


Copyright © 1996 by The New City School, Inc., St. Louis, Missouri 
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New City School BODILY-KINESTHETIC/PHYSICAL EDUCATION 
Progress Report 


Grade 5th 
Name 





Theme: 


The Bodily-Kinesthetic program will help students acquire the skills, knowledge and motivation to incorporate physical 


activity into their daily lives. 


Teacher: Lauren McKenna 
Date: May 1998 








INTRAPERSONAL DEVELOPMENT 


Can self-assess; understands and shares own feelings 


SKILLS ASSESSMENT 


*This skill has been introduced but not assessed at this time. 




















CONFIDENCE 

Engages in appropriate risk-taking behaviors. Number of Pull-ups at one time: 

MOTIVATION 

Is actively involved in the learning process. Number of Chin-ups at one time: 

PROBLEM SOLVING 

Shows good judgment. Flex Arm Hang: min. sec. 
RESPONSIBILITY 

Accepts responsibility for own actions and 

materials. Flex Chin Hang: min. sec 
EFFORT and WORK HABITS 

Follows written and oral directions. Mile Time: min. sec. 





INTERPERSONAL DEVELOPMENT 


Can successfully interact with others. 





APPRECIATION FOR DIVERSITY 
Respects the individuality of others. 





TEAMWORK 
Cooperates with peers and adults. 











Key: AC = Area of Concern ¢ DA = Developing Appropriately ¢ ED = Exceeding Developmental Expectations 
# = Needs Added Attention 


Copyright © 1998 by The New City School, Inc., St. Louis, Missouri 
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BECOMING A MULTIPLE INTELLIGENCES SCHOOL 





New City School LIBRARY Progress Report 


Grade 5th 
Name 








Theme: 


The goals of the library program are threefold: to foster curiosity and a love of books and reading; to teach information liter- 
acy; and, to promote the growth and development of each child’s sense of personal responsibility. A wide variety of reading 
material from various cultures and disciplines is available to students for leisure reading and research. Library skills are 
taught to enable the students to access print and non-print materials, evaluate these materials, and draw conclusions. 
The fourth grade students have been working intensively on their library skills with special emphasis on how to use 
the card catalog, almanac, specialty dictionaries and atlases. Effective and efficient use of reference sources requires prob- 
lem-solving skills and the determination to follow through. Lots of practice is needed before these skills, which are so nec- 
essary for future school work, are mastered. The students will continue to improve their research skills in 5th and 6th grade. 


Teacher: Nancy Solodar 
Date: May 1998 








INTRAPERSONAL DEVELOPMENT 


Can self-assess; understands and shares own feelings 


SKILLS ASSESSMENT 


*This skill has been introduced but not assessed at this time. 














Accepts responsibility for own actions and 
materials. 


CONFIDENCE 

Engages in appropriate risk-taking behaviors. Respects library materials and equipment. 
MOTIVATION Shows respect for opinions and ideas of 
Is actively involved in the learning process. classmates. 

PROBLEM SOLVING 

Shows good judgment. Uses the card catalog. 

RESPONSIBILITY 


Uses the almanac. 





EFFORT and WORK HABITS 
Follows written and oral directions. 


Uses the atlas. 





INTERPERSONAL DEVELOPMENT 


Can successfully interact with others. 


Cc 


ses specialty dictionaries. 





APPRECIATION FOR DIVERSITY 
Respects the individuality of others. 








Uses non-print reference materials. 





TEAMWORK 
Cooperates with peers and adults. 











Key: AC = Area of Concern ¢ DA = Developing Appropriately e ED = Exceeding Developmental Expectations 
# = Needs Added Attention 


Copyright © 1996 by The New City School, Inc., St. Louis, Missouri 
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New City School ART/SPATIAL Progress Report 











Grade 5th Teacher: Betsy Ward 
Name Date: May 1998 
Theme: 


The spatial theme for this year is THE BODY. Integral to both the conception and execution of art since the dawn of creative 
expression, the human body seemed an obvious and exciting focus for our art explorations. 















































INTRAPERSONAL DEVELOPMENT SKILLS ASSESSMENT 
Can self-assess; understands and shares own feelings *This skill has been introduced but not assessed at this time. 
CONFIDENCE 
Engages in appropriate risk-taking behaviors. Responds to a variety of art resources. 
MOTIVATION Exhibits knowledge of different artists and 
Is actively involved in the learning process. cultures. 
PROBLEM SOLVING 
Shows good judgment. Uses art vocabulary effectively. 
RESPONSIBILITY 
Accepts responsibility for own actions and Offers and accepts ideas and criticisms in a posi- 
materials. tive / productive manner. 
EFFORT and WORK HABITS Enthusiastically pursues 2- and 3- dimensional 
Follows written and oral directions. work. 
INTERPERSONAL DEVELOPMENT Manipulates tools and mediums carefully and 
Can successfully interact with others. successfully. 
APPRECIATION FOR DIVERSITY Shows originality and creativity in self- 
Respects the individuality of others. expression. 
TEAMWORK Demonstrates initiative and responsibility for 
Cooperates with peers and adults. clean-up processes. 
Key: AC = Area of Concern ¢ DA = Developing Appropriately e ED = Exceeding Developmental Expectations 
# = Needs Added Attention 


Copyright © 1998 by The New City School, Inc., St. Louis, Missouri 
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BECOMING A MULTIPLE INTELLIGENCES SCHOOL 





New City School SCIENCE Progress Report 





Grade 5th Teacher: Susie Burge 
Name Date: May 1998 
Theme: 


Classification: Ordering the World Around Us. Our year-long goals are found in four areas: Content, Skills, Responsibility, 
and Diversity. In content, we will be studying classification of plants and animals, laws of motion and energy, and geology. 
In skills, we will be learning and using science process skills and classroom study skills. Students will learn to take respon- 
sibility for their own learning and will also learn about people who have made contributions to science. 

The fifth graders have been studying physics and geology this spring. The students learned about Newton’s laws of 
motion as they designed their own race cars from milk cartons. They had to manipulate only one variable at a time as they 
experimented, measured and averaged their results. From energy of motion they moved to electrical energy. They built 
parallel and series circuits, and incorporated them into their own model houses. 

In geology, they have studied the interior of the earth, continental drift theory, volcanoes and earthquakes. The stu- 
dents have obtained information from the Internet about daily earthquake occurrences, and plotted them on maps using 
latitude and longitude. They learned about forces shaping landforms, and used flowcharts to identify rocks. 









































INTRAPERSONAL DEVELOPMENT SKILLS ASSESSMENT 
Can self-assess; understands and shares own feelings *This skill has been introduced but not assessed at this time. 

CONFIDENCE 

Engages in appropriate risk-taking behaviors. Can compare and contrast. 

MOTIVATION 

Is actively involved in the learning process. Classifies. 

PROBLEM SOLVING 

Shows good judgment. Records data accurately. 

RESPONSIBILITY 

Accepts responsibility for own actions and 

materials. Creates and reads graphs. 

EFFORT and WORK HABITS 

Follows written and oral directions. Takes notes in outline form. 

INTERPERSONAL DEVELOPMENT 
Can successfully interact with others. Comes to class prepared. 

APPRECIATION FOR DIVERSITY 

Respects the individuality of others. Uses equipment appropriately. 

TEAMWORK Homework completed on time: % 

Cooperates with peers and adults. Average homework score: % 
Test and quiz average: % 





Key: AC = Area of Concern ¢ DA = Developing Appropriately e ED = Exceeding Developmental Expectations 
# = Needs Added Attention 
Copyright © 1996 by The New City School, Inc., St. Louis, Missouri 
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New City School SPANISH/ESPANOL Progress Report 





Grade 5th Teacher: Zully Kuster 
Name Date: May 1999 
Theme: 


This semester we delved deeply into a study of the country of Uruguay and the Uruguayan culture. We cooked some typi- 
cal dishes, such as scones (biscuits) and tortas fritas (fried bread), while exploring some other traditions, such as drinking 
mate (herbal tea). A major focus of this theme study was for the students to learn that although our cultures are different in 
many ways, they are alike in so many other ways. 

As part of our theme study we watched a video about Uruguay and read about the geography, economics and human 
resources of this country. The students also worked on projects ranging from cooking typical dishes to others that explained 
the patriymbols. We used these opportunities for the students to compare their life in the United States with one that a typi- 
cal Uruguayan 6th grader would experience. 

In addition to this focus on Uruguay, the students also explored the Spanish language learning vocabulary related to 
sports, time, feelings, and different stores in which they might shop. 


























INTRAPERSONAL DEVELOPMENT SKILLS ASSESSMENT 

Can self-assess; understands and shares own feelings *This skill has been introduced but not assessed at this time. 
CONFIDENCE Exhibits knowledge of Spanish-speaking cultures 
Engages in appropriate risk-taking behaviors. introduced in class. 
MOTIVATION 
Is actively involved in the learning process. Shows interest in learning Spanish. 
PROBLEM SOLVING 
Shows good judgment. Exhibits knowledge of vocabulary. 
RESPONSIBILITY 
Accepts responsibility for own actions and 
materials. 
EFFORT and WORK HABITS 
Follows written and oral directions. 





INTERPERSONAL DEVELOPMENT 


Can successfully interact with others. 





APPRECIATION FOR DIVERSITY 
Respects the individuality of others. 





TEAMWORK 
Cooperates with peers and adults. 











Key: AC = Area of Concern ¢ DA = Developing Appropriately e ED = Exceeding Developmental Expectations 
# = Needs Added Attention 
Copyright © 1999 by The New City School, Inc., St. Louis, 
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Sample Worksheets 


This appendix contains several worksheets you may wish to consider as you work through implementing MI. 


End-of-Year Questionnaire 


Directions 
1. Turn the tape recorder on. Press PLAY and RECORD at the same time. 
2. Say your name and today’s date. 


3. Read each question aloud and answer it as honestly and completely as you can. Remember to speak clearly and answer 
all parts of each question. 


1. What do you think is the most important math skill you learned this year? Why do you think it’s most important? 


2. What do you think is the least important math skill you learned this year? Why do you think it’s least important? 


3. In what areas have you shown the most growth this year? Explain. 


4, What math skills do you hope to continue to improve next year? Explain. 


5. What have you learned about yourself as a mathematician this year? Explain. 
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Portfolio Peek 


Name: Date: 








Before you open your portfolio, how do you feel about portfolios? 








Open your portfolio. Look through the contents. Enjoy your work. Then answer these questions. 


1. What do you notice about your portfolio? 








2. Is there any intelligence represented with more samples than another intelligence? 
List the intelligences that have the most samples. 








3. What do you think this means about you? 








4. Are there any intelligences for which you do not have any samples in your portfolio? List these intelligences. 








5. What new insights do you have about yourself? 
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Progress Report Reflection 


Name: Date: 








1. What two areas have improved since the first grading period? 








Why? 





2. What two areas do you want to work on for the next three months? 








Why? 





3. What would be a good topic for me to discuss with your parents at our conference? 








Because? 





4, What is something you want to accomplish before the end of this year to be ready for the next grade? 








Because? 
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Presentation Reflection 


Name: Date: 








Your presentation will be judged on the following criteria: 


—__— Spoke loudly and clearly 
Made eye contact with the audience 


Showed poise and used self control 





Presented accurate information using note cards 


Used two to five minutes for the presentation 


Think about this information as you watch the videotape of your presentation. Then complete the following sections. 


A. List three things you did well during your presentation. 
1: 
2. 
3 











B. List three areas you want to improve during your next opportunity to give a presentation. 
1. 
2. 
3. 











C. Give one strategy that you will use to help yourself make these improvements. 
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Working with a Partner 


Name: 





Circle the answer that best answers each statement. 


1. My partner and I worked well together. 


2. We both shared ideas. 


3. We tried to solve problems. 


4, We used good effort. 


5. We are proud of the work we did. 


Write a sentence or two to fill out the following statements. 


6. Here’s an example of something we did well: 


Always 


Always 


Always 


Always 


Always 








Date: 
Sometimes Never 
Sometimes Never 
Sometimes Never 
Sometimes Never 
Sometimes Never 

















7. Here’s an example of something we will work on the next time we have partners: 
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How Are We Doing? 
Group: Date: 
Give two examples for each statement. 
1. We each contributed ideas often, sometimes, ___ not very much. 
2. We listened to each other _____ often, ____ sometimes, ____ not very much. 
3. We encouraged each other often, sometimes, __ not very much. 
4. We built on each other’s ideas often, sometimes, __ not very much. 


copyright 1994, New City School 
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Spring Parent Survey 


Dear Parents, 


Children learn best when the school and home work together. An important part of that working together, that partner- 
ship, is two-way communication. New City does, I think, a good job of communicating to you: You receive weekly letters 
from your child’s teachers and from me, there are newsletters and annual reports, along with other mailings. In addition, 
our halls and walls abound with samples of student work and information for you. 


But, as good as it is, that is one-way communication, us to you. 


For our children to learn best, we need to hear from you. That already happens in a variety of ways, but each year I try to 
formally capture your feelings and thoughts: What do you value most at New City? In what areas do we need improve- 
ment? 


It is very important that you take the time to share your thoughts with us. Even if you have done this ten (!) times before, 
your thoughts are important. To facilitate your response, we have enclosed a self-addressed, stamped envelope. Please 
complete and return this survey by June 1. If you have more than one child at New City, please return a survey for each 
child as their experiences will be somewhat different. If you choose to return only one survey (for multiple children), please 
indicate the various grade levels of your children. And, of course, please indicate if you would like a personal response 
from me. 


In advance, thank you for your thoughts! 
Sincerely, 
Thomas R. Hoerr, Ph.D. 


Director 
trhoerr@newcityschool.org, TRHoerr@aol.com 
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Spring Parent Survey 


Please return by June 1 
Name (optional) 
Check here if you would like a personal response from Tom. 

Child’s grade: 3/4 4/5 5/6 6/7 7/8 8/9 4th Sth 6th 

Including this year, how many years have you had 1 child or more at NCS? ____ 








1. Why are you at New City School? Please rank the reasons, 1 = most important. 


a. Strong academic program ____ 





b. Focus on the personal intelligences, nurturing environment 
c. Family Support program ____ 

d. Valuing of racial and socioeconomic diversity —___ 

e. NCS location 


f. Lower cost than most other independent schools 





g. Other factors? Please list and prioritize: 








2. Which of the factors listed in question 1 are essential? Place a star by each factor that you consider essential in your choos- 
ing NCS. 


3. Please give three words that describe the strengths of NCS. 


4. Please give three words that describe the weaknesses of NCS. 


Please circle the response that most closely captures your feelings. Narrative comments and clarifications are always 
welcome! 


5. My child’s individual needs have been met. strongly agree agree disagree strongly disagree 
6. Tom has been friendly and supportive. strongly agree agree disagree strongly disagree 
7. | understand how the use of multiple strongly agree agree disagree strongly disagree 


intelligence theory helps my child. 


Please share your thoughts with me. 
8. If you could change one thing about NCS, what would it be? 


9. Other thoughts, questions, or observations? 
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Many web sites contain information about MI. A 
particularly interesting web site is Harvard Project 
Zero’s Project SUMIT (Schools Using Multiple Intel- 
ligence Theory), directed by Mindy Kornhaber 
http://pzweb.harvard.edu/sumit. The site fea- 
tures a compilation of schools using MI and it also 
lists more than 40 schools using MI in different 
ways. Other web sites that I recommend are the 
Project Zero web site http://pzweb.harvard.edu/ 
and www.newhorizons.org. The web site http:// 
www.ascd.org/pubs/el/sept97/sept97.html fea- 
tures the multiple intelligences theme issue of Edu- 
cational Leadership. 

In addition to the books listed in the References 
section of this book, I would also recommend Dis- 
covering the Naturalist Intelligence by Jenna Glock, 
Susan Wertz, and Maggie Meyer (Tucson, AZ: 
Zephyr Press, 1999), Teaching and Learning Through 
Multiple Intelligences by Bruce Campbell, Linda 
Campbell, and Dee Dickenson (Needham, Heights, 
MA: Allyn & Bacon, 1996) and Seven Pathways of 
Learning: Teaching Students and Parents About Multi- 
ple Intelligences by David Lazear (Tucson, AZ: 
Zephyr Press, 1994). Also, Gardner’s 1993 book, 
Multiple Intelligences: The Theory in Practice (New 
York: Basic Books) is worth reading. 

I also highly recommend his newest book, The 


RESOURCES 
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Disciplined Mind (New York: Simon & Schuster, 
1999). More pragmatic than his previous works, in 
this book he specifically looks at how curriculum 
and instruction should address students’ under- 
standing of truth, goodness, and beauty. Gardner 
revisits MI in Intelligence Reframed: Multiple Intelli- 
gences in the 21° Century, a book scheduled to be 
published in fall 1999. 

In addition, I would be remiss if I did not men- 
tion the two books created by the New City School 
faculty: Celebrating Multiple Intelligences (St. Louis, 
MO: 1994) and Succeeding with Multiple Intelligences 
(St. Louis, MO: 1996). 

As the facilitator of the ASCD Multiple Intelli- 
gences Network, I have heard from thousands of 
educators who are either interested in using MI or 
are using MI. Hundreds of educators travel from 
around the country, sometimes from around the 
world, to visit New City School each year (more 
than 700 educators came to see us in the 1998-99 
school year). We have hosted three MI conferences, 
attracting people from across the country and our 
faculty has sold thousands of books about our work 
with MI. For more information on the ASCD Mullti- 
ple Intelligences Network, to arrange visit, or to ask 
a question, contact me at trhoerr@newcityschool. 
org or trhoerr@AOL.com. 
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Related ASCD Resources: Multiple Intelligences 








Becoming a Multiple Intelligences School from the Books in Action Video Series 
In this video filmed at New City School, you'll see firsthand some of the effective practices described in the 
book Becoming a Multiple Intelligences School, including how multiple intelligences theory guides curricu- 
lum, instruction, assessment, the parent-teacher relationship, and teacher collaboration. Author and 
school director Thomas R. Hoerr takes you to classrooms and faculty meetings where teachers use multi- 
ple intelligences perspectives to plan lessons and improve student achievement. Becoming a Multiple Intelli- 
gences School, ASCD videotape, 15 minutes. Stock no. 400213 

Special Books-in-Action Bundle. Perfect for facilitating group discussion and learning. One video- 
tape with 10 copies of the book Becoming a Multiple Intelligences School. Stock no. 700218 








Audiotapes 
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CD-ROMs 
Exploring Our Multiple Intelligences 


Online Courses 
Multiple Intelligences Professional Development 
course 
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ASCD Topic Pack—Multiple Intelligences 

Multiple Intelligences and Student Achievement: Suc- 
cess Stories from Six Schools by Linda Campbell 
and Bruce Campbell 

Multiple Intelligences in the Classroom by Thomas 
Armstrong 


Videotapes 
The Multiple Intelligences Series by Bruce and 
Linda Campbell 
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Center (1-800-933-ASCD or 703-578-9600, then 
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Alexandria, VA 22311-1714 USA. 
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